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Preface 


The world of the principal today is drastically different from thè world of 
the principal when we went to elementary or secondary school. The prin- 
cipal of this decade deals with tension and conflict. The social revolution 
which has overtaken all of our communities to varying degrees has affected 
curriculum, school organization, discipline, student behavior, community 
relations, and the very nature of the teaching-learning process itself. Thus 
the old ground rules which fashioned our American schools into such sim- 
ilar and unquestioned molds are now largely obsolete—an obsolescence 
which has left the principal in too many cases without an acceptable mode 
of administrative behavior. 

This books attempts to fill the void. It must be filled because the princi- 
pal is a key factor in the survival of any school’s effectiveness. He/she is 
the administrator of direct-line action, having first contact with the parent 
and the local community, with the teachers needing resources and direction, 
with the students in the learning environment, with the staff in the central 
administration, and with outside agencies and institutions wishing to make 
some impact upon each individual school unit. 

The authors contend that there are common understandings and compe- 
tencies essential to administering an elementary school, a large compre- 
hensive high school, or a transitional junior high or middle school. These 
provide the principal with perspectives about our changing society and 
about teaming up with individuals and groups within the framework of 
formal and informal school organizations. As an educational executive, the 
principal must be capable of implementing an administrative process 
which utilizes and stimulates inputs from all people within the community 
and at the same time provides leadership for the future. This book makes 
available patterns for this process which are workable, responsible, and yet 
not so rigid or brittle that they shatter under stress. Examples of proven 
theories, principles and practices which are presented are not intended to 
be formulae for success, but rather intended to stimulate the reader to 
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make practical applications appropriate to his/her organization and social 
setting. 

The overriding philosophy of this book is the simple but often neglected 
principle that instruction of the students and learning by the students is 
the supreme reason for the school’s existence. Organization and administra- 
tion must then be considered as means and not ends. In developing this 
point of view, the teacher becomes the most important agent in carrying out 
the educational process. Therefore, a principal’s most important function is 
to help establish, develop and maintain a teaching staff that will provide the 
best possible opportunities for teaching and learning. He/she then works 
with the teachers and students so that the teaching/learning climate is of 
the highest order. 

It is from this viewpoint that this book is directed to principals and their 
superintendents, to prospective principals, and those who prepare people 
for the principalship. 

The book assumes that the reader is well grounded in educational foun- 
dations and has an introductory knowledge of school administration. It 
spends little time, therefore, with the history and background of educa- 
tional administration. It is concerned primarily with the effective function- 
ing of the principal in providing the best possible learning environment 
for children and adults in a society which is continuously assuming radical 
new dimensions. 

The authors wish to recognize the many obligations they have to the 
investigators and authors whose works are cited throughout this book and 
to many colleagues at the University of Connecticut, Ball State University, 
and in local schools who helped shape the preparation of this text.1 Specific 
mention is due to Dr. Robert Seitz of Ball State University and Drs. Patrick 
B. Mullarney, Gerard Rowe, and Joan Seliger Sidney of the University of 
Connecticut. In addition, we want to express our gratitude to Ms. Louise 
Patros for invaluable assistance in typing and providing resources necessary 
to put together the various drafts of this book. 


We also give special thanks to our wives, Vi and Suzanne, who under- 
stood. 


W. H.R. 
T. L. D. 


1 An honest attempt has been made throughout the text to avoid the use of masculine 
pronouns when referring to people in general, however, on rare occasions a masculine 
pronoun has been used in reference to humanity at large for purposes of succinctness. 


| 
| 


Contents 


PartI Bases for Operation 
e 


1 A Social Base for School Operation: Coping with a Myth 
2 The Principal: The Person and the Profession 

3 The School and Its Communities 

4 Theory, Research, Principles—A Basis for Action 

5 Organization 

6 Leadership 

7 


Legislation and the Courts—A Sound Base of Authority 


Part II Improving Learning in the School 
8 The Principal's Major Task 

9 Organizing to Improve Learning 

10 Staffing to Improve Learning 

1l Provision for the Exceptional Student 

12 A Framework for Evaluation 

13 Evaluation of Individual Performance 

l4 Staff Development to Improve Learning 


Part III Special Problems and Issues 


15 Society-Related Problems 
16 School-Centered Problems 


Part IV Management of Supporting Services 


17 The School Office: Information and Communications Center 
18 Business-Related Management of a School 
19 Facilities Management 


289 
311 


viii CONTENTS 


Part V Conclusion 


20 Summary, Recommendations, and Conclusions 


Selected Readings 
Index 


381 


398 


417 


Part I 


Bases for Operation 


o 


The principal of today and tomorrow faces a continuously changing en- 
vironment. The political, social, economic and environmental forces which 
are influencing our society so dramatically are in turn having dramatic 
impact on all aspects of the school itself—the curriculum, the school organ- 
ization, the faculty, student behavior, community relations, and the very 
nature of the teaching-learning process. An important ingredient for the 
success of both elementary and secondary school principals operating in 
this dynamic setting is that they bring to the position a solid foundational 
base that will give them perspective about our changing society. In addi- 
tion he/she must have expertise in teaming up with individuals and groups 
within the formal and informal school organization to make our schools 
responsive to the changing needs of society. The next seven chapters 
attempt to provide the potential educational leader with the elements of 
this important foundational base. 


Chapter 1 A Social Base for School Operation: 
Coping with a Myth 


Although the American school can by no means be considered a major 
agent of change in our society, it has had thrust upon it more and more 
responsibility for maintaining our society. In a matter of a relatively few 
years the school has changed from an institution serving only a part of 
our youth through a limited curriculum to an institution attempting to 
serve all youth for all of society. 

The public is nearly unanimous in its endorsement of an educational 
system that will serve all children and youth. One notes, however, a great 
reluctance to give it carte blanche in its role as an agent of change for our 
society. Herein lies a great debate that is causing confusion both within 
the profession and society at large. 


The School and a Changing Society 


In 1932 George S. Counts asserted that “only in the rarest of instances does 
it [the school] wage war on behalf of principle or ideal.” + His thesis was 
that schools should not exist just to preserve and maintain the status quo 
or merely to pass on accumulated knowledge of the past. Rather, he pro- 
posed that teachers should lead the way to the utopian, better life. 


We should, however, give to our children a vision of the possibilities which 
lie ahead and endeavor to enlist their loyalties and enthusiasms in the 
realization of the vision. Also, our social institutions and our practices, all 
of them, should be critically examined in the light of such a vision.2 


1 George S. Counts, Dare the Schools Build a New Social Order (New York: The 
John Day Company, 1932), p. 5. This publication was based on three papers presented 
by George Counts at major educational meetings in February of 1932. The titles of 
these papers were “Dare Progressive Education be Progressive?” “Education Through 
Indoctrination,” and “Freedom, Culture, Social Planning and Leadership.” 


2 Ibid., p. 37. 


4 BASES FOR OPERATION 


Counts’ controversial and dramatic statements in his papers entitled 
Dare the Schools Build a New Social Order touched off a series of lively 
debates and discussions in professional societies and graduate schools 
of education throughout the country. The more daring were the “changers 
and the more conservative were the “maintainers,” and for approximately 
fifty years this lively discussion has ebbed and flowed to the point that 
there probably is not a thinking educator in this country who has not 
participated in some if not many such debates. Unfortunately, these dis- 
cussions generated much heat but little action. The schools of today still 
follow a course which has tied them inexorably to the establishment, forcing 
them into a difficult and almost untenable position; for while the main- 
stream of the profession has maintained and supported the present system, 
the world has been changing, values have been questioned, and society is 
in the midst of a major social and economic upheaval. 


Alvin Toffler in his book Future Shock describes this phenomenon most 
succinctly: i 
This storm, far from abating, now 
sweeps through the highly industri 
erating speed and unprecedented 
of curious social flora—from psyc 
to science cities in the Arctic and 
It breeds odd personalities, too: cl 
like; adults who at fifty 


playact poverty, computer programmers who turn on with LSD. There are 
anarchists who, beneath ir di 


rts, are outrageous conform- 
ists, and conformi: -down collars, are outrageous 
anarchists. There and atheist ministers and Jewish Zen 
Buddhists. We have pop ...and op... and art cinetique . . . There are 
Playboy Clubs an 


iy | d homosexual movie theaters . . , amphetamines and tran- 
quilizers | | , anger, affiuence, and oblivion. Much oblivion. 


Is there some way to explain so strange a scene without recourse to the 
jargon of psychoanalysis or the murky cliches of ex 


es reality seem, 
acceleration of change does 
a concrete force that reaches 


to act out new roles, and confronts 
and powerfully upsetting psychological disease. 
sease can be called “future Shock’: ei 2 


not merely bu 
deep into our 


us with the danger of a new 
This new di 


The Faith of People in Education 


The people of our country h 


ave immense faith in educ: 
so for the success of our bir 


th and development as a 
3 Alvin Toffler, Future Shock (N 


ation—and rightly 
vibrant democracy 


ew York: Bantam Books, 1970), pp. 9-10. 
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could be attributed to an educated, enlightened citizenry. Schools were 
always a part of the American way and American dream. 

In early America, as today, education was the central unifying force 
of a civilization, the common denominator of life. There was something 
in it that stirred the popular pulse. More than three hundred years ago 
the colonists on the bleak shore of Massachusetts, in the presence of 
their privations, found the willpower and the means to create the Boston 
Latin School and Harvard College. Over the years, as Americans moved 
toward the setting sun, the education of their children was a foremost 
common concern. From the little they laboriously took from forest and 
soil they built their schoolhouses and paid their schoolmasters, and plowed 
back their savings into coming generations. This process still continues. 

It was in America that there first was heard the voice of authority that 
said to all that they must provide for the education of all. America was the 
cradle of the free public school. It was in America that universal educa- 
tion first established itself upon the largest scale. Here citizens of all sorts 
were the first to be forbidden to grow up unlettered and uninstructed. 
Here secondary education, as well as elementary education, was made 
available to everyone. It was in America that free public education was 
first used as the instrument for creating a constantly broadening middle 
class, so that all people might eventually be equal participants in the 
free, competitive, yet cooperative, and productive life of the nation. It 
was in America that an educational ladder was first erected so that all 
people might ascend, from bottom to top, according to their impulses 
and talents: ascend, if they might, to positions of the highest leadership 
in arts and letters, in science, business, industry, and agriculture, in tech- 
nology, in the professions, and in public affairs. It was in America that 
education found a new serviceability to man by dealing with the realities 
of everyday life as well as with the more distant gleanings of the scholars 
of the past. A German, Goethe, once said that children are so brilliant that, 
if they fulfilled their early promise, the world would be peopled with 
geniuses. But it was the unresting American spirit that contrived, and is 
still patiently contriving, a system of schools, colleges, and universities de- 
signed upon the dream of making Goethe's observation come true.* 

The schools served our country well in this regard for they gave man 
the fundamental tools—reading, writing, and arithmetic—necessary for an 
enlightened citizenry. This was no myth. The public schools did spread 
literacy and general knowledge throughout the country, encouraging each 
American to be confident of his/her ability to rise to his/her highest level. 


? saps ai r ent of this concept the reader is referred to Ch. I, 
si eet pat ge ig: of Life.” in the book State School Administration 
fee eae and William H. Roe (New York: Harper Bros., 1957). The authors 
kA indebted i THS and Roe for many of the ideas developed in this chapter. 
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Is It a Myth? 


The role of the common school was no myth in regard to helping build 
America through creating a literate citizenry; however, as our population 
grew and society became more complicated, and as public and private 
education became more extensive, it became obvious that a myth had 
developed. We are discovering that some of our fundamental beliefs are 
fallacious. Because the schools were so important in the building of our 
country, as society became more complicated—fraught with a Gordian 
knot of tangled problems of urban migration, breakdown of the family, 
crime, race relations, poverty, unemployment—people turned confidently 
to the schools and said, “They'll fix it!” Educators with a naive faith that 
learning solves all problems responded with, “All we need are more resources 
and to get’ all the children for longer periods and society’s problems will 
be solved.” But, just more of the same was too simple an answer for the 
complicated problems. We deluded ourselves by assuming that there was a 
basic value system that could be a foundation for our teaching; that just 
sitting together in a classroom and working together in schools—the rich 
and the poor, the black and the white, the washed and the unwashed— 
would impart to everybody an understanding and respect for each other 
and give each the ability and the desire to become citizens capable of 
making their unique contributions to this great country. 

Henry Steele Commager points out that it was most unreasonable to 
expect the schools to either fashion a new society or solve the problems 
oo and world affairs. This, says Commager, is society’s responsi- 

ility. 


Rarely, we may say, have so many been exposed to so much with results 
So meager. To judge by the experience of the past forty years, reliance on 


the schools to reform Society and usher in the millenium by teaching social 
problems, or world history, has been an almost unmitigated failure. After 
half a century of exposure to world culture, world history, and world 
politics—most of it contemporary, of course—Americans turned out to be 
culturally more alienated and politically more isolationist and chauvinistic 
than at any time in our history. i 


It is of course folly to blame this on ibility i 
OL ie : the schools. The responsibility is 
on society itself for requiring the schools to do far more Pi they could 


do and deflecting them from doin i 
g those things the had d i 
past and were Prepared to do well in the Sd Se eae 


The myth was that schools could do an 
would be right. This is 


because they believed 


5 Henry Steele Commager, The P, l i : 
Delia tos, weet BE raataa e and Their Schools (Bloomington, Ind.: Phi 
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to say that more responsibility has been thrust upon our schools than they 
should accept; more results have been expected than they could possibly 
produce; and in too many cases, schools have assumed more than they 
should. An approach to dispelling this myth is to admit that the schools 
have been essentially maintainers and reinforcers of existing systems and 
they really were not established and have not been supported to build 
a new social order and we are asking for “what never was” if we assume 
they can do so. 

In truth then, education finds itself in a real bind—if it acquiesces to 
the myth that schools can do anything and that anything they do is right; 
right away schools become tabbed as failures because of urban crises, 
pollution of the environment, civil disobedience, increases in drug abuse, 
crime, ghetto living, family breakdowns, prejudice, hate, racial devisive- 
ness, and inadequate social welfare. 

Many well-meaning and some opportunistic intellectuals and educators 
have made reputations and much money by writings and speeches attack- 
ing the institution of education as a failure. They have blithely accepted 
and perpetuated the myth and used this as the basis for criticizing schools 
in such vigorous terms that the public, both liberal and conservative, is 
fast losing faith in them. Schools are accused by some people of being 
repressive, authoritarian, inflexible, dull, unequal, unfair, oppressive, and 
essentially middle-class. The more conservative ones see the drugs, sexual 
freedom, violence, and lack of discipline as symbols of hotbeds for free 
living and revolution. 

The school principal as administrator of the local school unit faces 
the brunt of these attacks. Unfortunately, in response and reaction he or she 
stands alone without defense because the old ground rules that struct- 
ured our American schools into such similar and unquestioned molds are 
now largely obsolete—an obsolescence that has left the principal in too 
many cases without an acceptable mode of administrative behavior." 


It’s a New World 


In addition to the myth about the infallability of the school as a corrector 
of social ills, changes in society and education, itself have stimulated new 
pressures, new approaches, and new value systems that create a brand 
new administrative world for the school principal. For example: 


1. Racial balance, busing, compensatory education. 
2. Teacher militancy, negotiations, teacher power through unions and 


professional associations. 
i h, and Howard Kirschenbaum, The 
R F an Butts, Donald H. Peckenpaug 3 wal un 
School’s Role = Moral Authority (Washington, D.C.: Association for Supervision and 


Curriculum Development, 1977). 
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Community components in an adversary role. 

Drug abuse. 

Child abuse legislation mandating reporting by professionals. 

Student unrest. 

Emphases upon the civil and individual rights of students. 

Socially oriénted teachers. 

Staffing patterns such as teaming, differentiated roles, utilization of 

paraprofessionals. 

10. Economic and programmatic accountability demands, mandated evalua- 
tions of programs and personnel. 

11. Educational technology boom. 

12. Early childhood education. 

13. Contract education, alternative schools, alternative curricula. 

14. Changes in social attitude toward women’s roles. 

15. Experiments in “family” living. 

16. Open education, independent learning. ; 

17. Marriage and divorce patterns. 

18. Competency testing. 


OBWADWUP 


The emergence of the foregoing makes us realize th 
nity power concepts of the past c 
tioning mode. More 
values and tr 


at the simple commu- 
an no longer be accepted in an unques- 
and more people are recognizing that many of the 
aditions that schools have transmitted are not the values 
and traditions of all the people. Schools essentially h 
to the community power system, the dominant po 
to all segments of the community. 

Charles V. Willie?” makes the point most clearly in a number of his 
papers. Willie contends that school—community relations are in difficulty 
and often even at loggerheads because school administrators have been 
responsive only to the dominants in the power structure. It should be 
recognized there are subdominants too and today these subdominants 
are shaking the very foundations of the social order and the “safe” ground 
on which schools have usually tried to stand. According to Willie, the 
school administrator of today must do more than join the Rotary Club 


and play golf with those who are influential in the community, business, 
and government. 


ave been responsive 
wer groups, but not 


He must also come to know the sub-dominants. This may require eating 
chitterlings and corn pone with the poor as well as recreating with the 
rich, if he is to synthesize the disparate interest groups in the community 


into a phalanx of support for a creative public policy designed to achieve 
quality education for all.8 


7 Charles V. Willie, “New Prospectives in School Community Relations,” Journal 
of Negro Education, 37 (Summer 1968), pp. 220-226. 


8 Charles V, Willie, “A Success Story of Community Action,’ 


” Nursing Outlook, 9 
(January 1961). 
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There is no question but dominants and subdominants are people of power. 
The school must learn to do business with both. One thing is certain—it is 
the principal who comes in closest contact with the subdominants because 
they are localized within smaller community segments. In most cases he/ 
she may have to take the most heat and may receive the brunt of direct 
action from this group. At the same time he/she is in a key position to 
show that the school wishes to, and can, be responsive to the subdominants 
particularly if the decision-making apparatus is such that key decisions 
may be made in the local area or if the school principal is brought into the 
central administration’s efforts to involve subdominants. Dan W. Dodson 
emphasizes this latter process as a creative approach to decision making. 


New forces are emerging that are going to require our boards of education 
and superintendents of schools to move into new approaches to the issue of 
decision making . . . . people must honestly come to face each other and 
honestly say that we have differences and ask how we can reconcile and 
ompromise and how do we work them out to some sort of viable solution. 
From this process will come a new sense of education. . . . All the community 
will feel involved in the dynamics of the decision-making process and a 
new sense of worth will emerge." 


It is a new, exciting world for the principal. It is a world in which the 
only constant is an increasing rate of change. Dare the principal identify 
him- or herself with such a world and make it real in the school? Can he-she 
even avoid it? Is it not time to take the offensive? ' 

There is no need for educators, particularly the school principal, to 
believe he/she alone should lead the way to the good life for all society. This 
viewed objectively is a most arrogant point of view. On the other hand, 
in the face of the great problems facing our society there is a necessity for 
the educator to say to the people, “The schools are one of the great and 
important institutions of our nation. Let's work in partnership to identify 
important goals of our society and then let’s work hand in hand in meeting 


them.” 


For Further Thought 


1. Do parents really want the schools to change? 

2. If we accept the point of view that education should get its sense of 
direction from the kind of social order we desire to build, what core 
values should we seek to build into our civilization? 


“Dan W. Dodson, “New Forces Operating in Educational Decision Making,” in 
Meyer Weinberg, Ed., Integrated Education: A Reader (Beverly Hills, Calif.: The 
Glencoe Press, 1968), p. 21. 

10 For an interesting discussion of the role of the public school as a socializing 
authority, read R. Freeman Butts American Public Education: From Revolution to 


Reform (New York: Holt, Rinehart, and Winston, 1978). 
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- As a principal, what do you think is the proper function of a school— 


(a) To accept the existing social order but appraise it critically with 
a view to shaping its future; (b) to accept the social order as it exists 
and hope it will shape itself; (c) to plan a new social order and encour- 
age children to accept it? 


- Who should control the power to cause or inhibit change? 
- Do you agree that leisure is taking on a new meaning in our society 


and that education for leisure poses a real problem? Discuss the issues 
involved. 


. Are the changing conditions of our time such as to make it desirable 


and even necessary that we reconsider the function and purposes of 
education? Specify. 


- Review the most recent sociological studies dealing with the status of 


the family in American life. What is the prognosis regarding the future 
of the family? How will this affect schools? 


. List the seven cardinal principles of education. Are these appropriate 


today? How would you modernize them? 


. List five to ten areas of conflict in the national and world scene. How do 


these relate to the task of the school? 
In 1960 the President's Commission on National Goals issued their 
report, Goals for Americans (The American Assembly, Columbia Uni- 


versity, 1960). Are these goals appropriate today? Who must take lead- 
ership in achieving national goals? 


Chapter 2 The Principal—The Person 


and the Profession 


Both the duties and the career role of the principal, whether elementary, 
junior, middle, or secondary, become a riddle of considerable proportion 
if one allows oneself to be analytical in assessing the position. 

By reading the literature, attending state and national meetings, and 
discussing the position with present incumbents, one gets a mental picture 
of a professional person being torn apart on the one hand by intense in- 
terest and desire to lead in instruction and learning, and on the other hand 
by the responsibility to “keep school” through the proper administration 
and management of people and things as expected by the central adminis- 
tration. In this little drama the eternal struggle takes place and in the end 
the strong instructional leadership role is set aside because of the immediacy 
and press of everyday administrative duties. 

This story is so common—and it is so uncommon to discover any prin- 
cipal who believes that he is really satisfying his instructional leadership 
role—that it becomes very obvious that the whole area warrants a serious 
review. It isn't enough to make a functional study of the principal’s pre- 
sent activities as has been done so many times. It is already well known 
that principals spend most of their time on management details. Even in 
those studies that show instructional activities being performed, the depth 
and effectiveness of these efforts are not assessed. What is needed now is 
an honest national appraisal of the principal’s role and an honest answer 
by parents, board members, teachers, superintendents, and principals 
themselves to the question, “Do we really want the principal to be prima- 
rily an instructional leader or do we expect him/her to be primarily a man- 
ager of people and things?” Under present circumstances it is expected 
that the principal be primarily an administrator and manager. The instruc- 
tional leadership talk is often lip service paid to create a greater self-respect 
within the professional group itself. 
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Factors Preventing Instructional Leadership 


While such an assertion may appear overly critical, to be fair it must be 
understood. There are an overwhelming number of factors that prevent the 
principal from spending time on instructional leadership. 


L 


10. 


ll. 


12. 


13. 


. There is greater presti 


. It is easier to evaluate and account for job activities when de 
. “Safe,” well-understood operation 


. Profession 


. Preparation programs for principals emphasize more m 


. The principalship is considered by the m 


The great majority of schools are so organized that the principal is 
the chief building administrator and held responsible for all manage- 
ment details. 

The central administration places priority on a “well-run” school with 
major considerations on smooth operation; i.e., getting reports in on 
time; maintaining a well-kept building and grounds; good manage- 
ment of supplies and equipment; lack of personnel problems, com- 
munity controversy and discipline problems; and so on. 


. If the community does not observe a well-run building they lose con- 


fidence in other operations of the school. 


ge in the business community associated with 
an executive who is “administratively in charge.” 
aling 
with people and things than with instructional leadership and ideas. 
al procedures, teaching methods, 
ate less controversy and conflict. 
al preparation programs for principals invariably are swal- 
lowed up by the overall administration program that h 
emphasis the school superintendency. 


being considered 


and instructional processes cre 


as as its major 


anagement and 


administration than they do instruction, curriculum, program evalua- 


tion, supervision, and human relations. 


ajority of professors in educa- 
tional administration as a stepping-stone to a central office position or 
the superintendency rather than an important professional career posi- 
tion in its own right. 

Many school principals themselves consid 
stone to the superintendency. 

Rather than relating to the teachers as 
head teacher, or principal teacher, the pr 
administrator or chief executive. 


Recent movements by school boards and school superintendents to 
encourage principals to side with them as part of their “administrative 


team” or “management team” have tended to swing the principalship 
away from the idea of “principal teacher” to “principal administrator.” 
Both the National Association of Elementary School Principals and the 


National Association of Secondary School Principals have endorsed 


er their position a stepping- 


a colleague, master teacher, 
incipal creates the image of 


_> cee 
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and joined the Educational Leaders Consortium, which is a consor- 
tium of educational administration professional organizations dedicated 
to “participative management through the administrative team.” 

14. The unprecedented growth in the school-age population following 
World War II created so many logistical problems that communities 
had great difficulty in establishing sufficient schools. The principal be- 
came caught in this situation and as a result his primary efforts during 
the fifties, sixties, and early seventies by necessity were managerial. In a 
sense this has served to structure duties toward management in the 


eighties. 


Thomas B. Stone’s provocative article on the principalship chides the 
principal and superintendent because the administrative-managerial syn- 
drome seems to dominate their thinking. He states, “It is safe to conclude . . . 
that principals as a group are relatively unimportant as a vital force in 
making American education the kind of dynamic, creative vehicle for max- 
imizing human potential it is capable of becoming.” He then points out 
that in the present conventional managerial climate that surrounds the 
superintendency a person entering the principalship usually has three 
choices. 

First, he can play the togetherness game (with the superintendent] and be 
reasonably comfortable as an administrative manager. Second, he can seek 
employment among that relatively small number of superintendencies whose 
collective behavior and values are the antithesis of the climate described. 
Third, the principal can attempt by his own behavior to change the climate 
and direction of the superintendency. The desired and necessary behavior 


required in such a setting may be termed constructive abrasiveness.? 


Of course this behavior, which Stone calls constructive abrasiveness also 
would create a role conflict and on the basis of past experience the prin- 
cipal would be more likely to lose his/her job than change the attitude of 
the superintendent and the climate of the school. 


Tridimensional Concept in Analyzing the Principalship 


Daniel Davies is given credit for developing the tridimensional concept of 
He analyzed the role of the administrator in rela- 


school administration." 
etting for the job, and the person as he/she re- 


tion to the job, the social s 


1 Thomas B. Stone, “The Elementary School Principalship—Toward the Twenty- 
First Century,” in Selected Articles for Elementary School Principals (Washington, 
D.C.: Department of Elementary School Principals, N.E.A., 1968), p. 21. 


2 Ibid., p. 21. . : f 
f the Cooperative Program in Educational Administration 


3 Davies was coordinator 0 0 l : 
in the Middle Atlantic Region, a nationwide effort to improve school administration, 
established under a grant from the W. K. Kellogg Foundation in the 1950s. Davies used 


“the man” instead of “the person” as used here. 
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lates to both. It is appropriate to utilize this tridimensional approach in at- 
tempting to understand the principalship as it exists today. 


The Job 


In analyzing the job of the principal it is possible to divide it into two 
broad categories: the administrative-managerial emphasis and the educa- 
tional leadership emphasis with all sorts of gradations in between. 


The Administrative-Managerial Emphasis is characterized by placing 
primary responsibility upon those tasks that have to do with the smooth 
operation of the schools. It deals with instruction as well as the resources 
to back up instruction. However, it limits itself to overseeing and supervis- 


ing the programs and teaching processes required by the central office. 
Major duties involved with this emphasis are: 


Maintaining adequate school records of all types. o 
Preparing reports for the central office and other agencies. 
Budget development and budget control. 

Personnel administration. 

Student discipline. 

Scheduling and maintaining a schedule. 

Building administration. 

Administrating supplies and equipment. 

Pupil accounting. 

Monitoring programs and instructional processes prescribed by the 
central office. 


Communicating to the students, staff. 
spokesman for the central office. 
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In reviewing the many surveys conducted to analyze the principal's job, 
this is the emphasis that predominates nationally. It will be noted that the 


tasks are essentially routine, managerial, and supervisory—operating by 
prescription from the central administration, 


The Educational and Instructional Leadership emphasis is concerned 
with (1) changing the behavior of those involved in teaching-learning 
acts aimed toward achieving the goals of the school, and (2) building a 
cohesive social system within a school that “pulls together” to achieve the 
school’s goals. In such a system, all staff and students work in harmonious 
relationship in defining, interpreting, and establishing school goals, devel- 
oping a dynamic curriculum, and implementing educational processes that 
will create a stimulating and productive learning environment for every 
child enrolled. 


This is the emphasis that most principals profess they dream about but 
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can’t achieve. It will be noted that this “job” as defined is not prescriptive* 
in the sense that the principal is administering functions as identified by 
the central administration. It is a position that concerns itself with pur- 
poses as well as processes, with development as well as implementation, 
with initiating new ideas and approaches as well as monitoring the effec- 
tiveness of existing systems. It also means that students, teachers, parents, 
and community people are heavily involved in the processes and feel an 
important part of the system that is committed to learning. 
Functions or duties of the principal with this emphasis are to: 


1. Stimulate and motivate staff to maximum performance. 

2. Develop with the staff a realistic and objective system of account- 
ability for learning (as contrasted to merely monitoring programs and 
instructional processes in input terms as prescribed by the central 
office ). 

3. Develop cooperatively operable assessment procedures for ongoing 
programs to identify and suggest alternatives for improving weak 
areas. 

4. Work with staff in developing and implementing the evaluation of the 
staff. 

5. Work with staff in formulating plans for evaluating and reporting 
student progress. 

6. Provide channels for involvement of the community in the operation 
of the school. 

7. Encourage continuous study of curricular and instructional innovations, 
and provide help and resources for the establishment of those that are 
most promising. 

8. Provide leadership to students in helping them to develop a meaning- 
ful but responsible student government. 

9. Establish a professional learning resources center and expedite its use. 

10. Develop cooperatively with the staff a dynamic professional develop- 


ment and inservice education program. 


Without question the administrative-managerial duties need to be per- 
formed and performed well, Schools must operate smoothly and efficiently 
with proper resources provided when needed. However, on the basis of 
observing scores of school systems and talking to hundreds of principals, it 
is the opinion of the authors that it is virtually impossible to assume that 
the principal can be a real instructional leader and at the same time be 
held strictly accountable under number one priority for the general opera- 
tional and management detail required by the central office. It is time for 
a reassessment of the principal's role. When this reassessment is achieved, 
organizational changes can be made so that both proper management and 
instructional leadership function in harmony, but the central office will 
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‘need to establish priorities and procedures so that management is servant 
to instruction, not vice versa. 


Job Description 


Reviewing job descriptions for principals throughout the country, the in- 
structional leadership functions of the principal descriptively are in bal- 
ance with general administrative duties. Figure 2.1 presents a job descrip- 
tion for a typical principalship in a city school.* The fact remains, however, 
the reward system of the Board of Education and the Central Office gives 
top priority to handling of management detail, discipline, and evaluation. 
Robert J. Krajewski made a study to determine if the roles principals play 
are the roles they prefer.’ The principals were asked to rank order items 
on two different levels: (1) The real level—how they actually see the rou- 
tine duties of school principals, and (2) the ideal level—how they would 
like to see the principal’s duties. The results, rank ordered in ascending 
scales on the ideal dimension, are as follows: 


Principal Principal 

Duties Ideal Rank Real Rank 
Instructional supervisor 1 5 
Curriculum supervisor 2 8 
Staff selector/“orientor” 3 9 

School program administration/ (materials 

and facilities) 4 1 
Teacher evaluator 5 3 
Morale builder 6 T 
Public relations facilitator 7 6 
Pupil services coordinator 8 4 
Disciplinarian 9 2 
Self evaluator 10 10 


A National Study of the senior high school principalship yielded a sim- 
ilar result. Secondary school principals were asked to indicate the amount 
of time they spend on various activities for a typical work week and then 
to indicate the areas of responsibility on which they should spend time.® 


+ National Association of Secondary School Principals, Job Descriptions for Principals 
and Assistant Principals (Reston, Va.: The Association, 1976), 


pp. 20-21. 
5 Robert J. Krajewski, “Secondary Principals Want to be Instructional Leaders,” Phi 
Delta Kappan, (Sept. 1978), p. 65. 


® National Association of Secondary School Principals, The Senior High 


School 
Principalship The National Survey (Reston, Va.: 


The Association, 1978), p. 20. 


| 
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Ficure 2.1. Louisiana: New Orleans Public Schools. ° 


JOB TITLE: SCHOOL PRINCIPAL 
JOB GOAL: To administer and supervise all the activities 


and personnel within an assigned school, toward the 
fullest possible development of the skills and 
motivations of each pupil for fulfillment as a 
responsible and significant human being. 


REPORTS TO: District Superintendent 


DIVISION: Division of School Administration 
SUPERVISES: All professional and nonprofessional staff assigned. 
JOB RESPONSIBILITIES: 


2. 


Supervises the school’s instructional and extracurricular 
programs and all activities within the school. 

Works toward the improvement of the instructional program 
within the school through faculty study groups and other 
evaluation processes. 

Implements all board policies and administrative rules and 
regulations. 

Develops and encourages programs of orientation and self- 
improvement of teachers and others within the school. 
Determines the work assignment of all professional personnel 
assigned to the school. 

Plans and conducts faculty meetings. 

Observes and reviews the performance of all personnel to 
provide a basis for effective counseling and for encouraging 
optimum performance. 

Assists in the selection of teaching personnel, and recommends 
to the assistant superintendent for personnel candidates for 
positions. 

Provides for the health, safety, and welfare of students and 
staff within the school. 

Maintains standards of student discipline designed to command 
the respect of students and parents and to minimize school 
and classroom interruptions. 

Coordinates the use of student transportation services provided 
for the school. 

Develops working relationships among school staff and school 
system resource peršonnel available to the school. 

Makes regular and thorough inspections of the school plant and 
school properties. 

Supervises the preparation of all school reports, student 
records, and the school’s internal accounts, and maintains 

a record-keeping system. 

Approves or initiates requisitions for supplies, equipment, 

and materials necessary for the operation of the school. 
Interprets activities and policies of the school to the 
community and encourages community participation in 

school life. 

Makes recommendations to the district superintendent and the 
superintendent concerning policy, practice, or personnel for 
the purposes of improving the quality of the school system. 


QUALIFICATIONS: © Master's degree, including 12 semester hours 


of professional education at the graduate 

level. 

A valid Type B state teaching certificate (or 

the equivalent). 

© Atleast three years successful teaching 
experience during the five-year period 
immediately preceding appointment to 
principalship. 


EMPLOYMENT FACTORS: Forty- or forty-two-week year for elementary 


and secondary principals respectively. Salary 
and work year to be established by the board. 


EVALUATION: Nontenured principals shall be evaluated twice 


annually for a three-year period. 


° See footnote 4, p. 16. 
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Allocation of Time for a Typical Work Week 


Do Should 
Area of Responsibility Spend Time Spend Time 
School management l 3 
Personnel 2 2 
Student activities 3 4 
Student behavior 4 7 
Program development 5 1 
District office 6 9 
Planning T 5 
Community 8 8 
Professional development 9 6 


These principals saw pro: 


gram development as their most important area 
of responsibility while they 


were spending most of their time on school “‘man- 
agement. The tone of the entire Survey was that in order to assist schools 
in realizing an effective educational program they must be given more 
freedom from administrative detail and trivia." 


The situation facing the elementary principal is essentially the same. 


g in a smaller, more compact school 
eloping a faculty team devoted to 


d, he or she has fewer if any assis- 
tants, and therefore becomes totally responsible for management detail 


and discipline. William Pharis, Executive Secretary of the National Asso- 
ciation of Elementary School Principals, 
National School Board Association’s 


building—the principal—supervising lunchrooms, loading buses, 
care of the playground.”s 


The Social Setting 


The social system or community in which the princi 
influence upon his role behavior, Figure 2.9 depicts 

have an impact on the Principal and in a sense sh 
school, By the same token, these forces shape the 


pal works has a major 
Some of the forces that 
ape his/her role in the 
various Positions within 
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the school. They can best be explained by resorting to role theory. Erving 
Coffman makes one of the most succinct explanations of this theory.” Using 
a lead from a famous Shakespeare soliloquy he makes an analogy between 
a person’s “real life” position and the unfolding of a play on a stage. People 
holding different positions in an organization have definite roles to perform 
and a great variety of factors determine what kind of performance they will 
give in these roles. Although each actor must interpret his role and the 
interpretation depends on the kind of person he is, yet he must follow a 
script (which is the constituencies’ written or unwritten concept of the 
role) and his actual performance will depend to a large extent on his 
interaction with the rest of the cast, the director, past performances of 
actors in a similar role, and indeed the audience itself. The school as an 
organization has certain role structures and expectations and the incum- 
bent principal is expected to exhibit the type of behavior that fits in with 
these expectations.1°1-12 

Our previous discussion pointed out that the principalship has developed 
essentially into the administrator-manager role. The principal was thrust 
into this position by necessity in many instances because just managing 
the sheer number of students following World War II was a job in itself. 
However, the concept has been perpetuated by educational administration 
experts (both professors and administrators) who were believers in the 
strict line and staff pyramid concept and who evaluated the success of the 
organization on the basis of reporting and controlling all units for the 
central administration. 

It would be folly for a person to accept the position of principal and 
say, “Now I shall perform as an instructional leader,” when the central 
administration, the board of education, the community, and the state 
department of education, and the professional organization itself, expect 
him/her to perform primarily as administrator-manager. He/she very soon 
would discover that his/her individual concept of the role and the social 
systems concept of the role were in conflict and would get into difficulty. 

Some forward-looking communities and schools have made a thorough 
study of the problem and resolved that instruction and learning were the 
primary purposes of the school. They have charged the principal with 
Pie) amen a = of Self in Everyday Life (Garden City: Double- 

io oa i aCe 
much ae aerate thd a auton, or “role theory” bas attracted 
study of this field by the aspiring principal. It will help ini te 


i him s 
operation of a complex organization such as a school. (hen ioi ndernad His 


11 William G. Monahan, Theoretical Dimensi z i 
(New York: Macmillan, 1975), pp. 348-360. aoe ey Geen 


12 Luvern Cunningham, Walter G. Hack, and Raphael O. N 


Administration, The Developii Decades i ystrand, Educational 
Company), 1977. ping Decades (Berkeley, Calif.: McCutchan Publishing 


Administration 
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instructional leadership responsibilities and encouraged performance of 
this role by giving the school greater instructional autonomy and provid- 
ing back-up resources from the central administration with a minimum of 
red tape. However, these instances are rare and in a sense are contrary to 
trends, If a turnabout in the primary role of a principal is to take place it 
must be a national movement possibly spearheaded by the principals 
themselves but endorsed by school superintendents, school boards, teachers, 
and citizens at large. Perhaps only a turnabout of this magnitude can help 
us develop the type of schools we need in the twenty-first century. 

While the authors have stated repeatedly that administrative efficiency 
in management is a necessary ingredient in any school, it is merely one 
of the means to the end that every boy and girl attend a school that can 
provide a learning environment that will motivate him or her to reach 
full potential. Administrators must be considered the servants of organ- 
izational purpose. How can schools like this develop unless the school 
has a leader who sees the development of an environment conducive to 
learning as a major responsibility and is held accountable for outstanding 
instruction rather than for management detail? 


Systems Analysis 


Systems analysis has become a very useful way for the administrator to 
understand how the school operates within a particular social setting. It 
is both analytic and holistic. Systems analysis is a way of viewing an 
existing whole by breaking it down into its constituent parts or elements 
for the purpose of depicting the interactions and relationships of the parts 
to the whole and to each other in various combinations, In systems analysis, 
it is essential to view each “whole” as being a subpart of an even larger 
system. Therefore, one must consider how the outside environment (matter, 
energy, and information) has an impact on the system as a whole and its 
parts singly and in various combinations. 

For the principal the process would begin by considering the school 
as the specific system with which he or she is concerned. In analyzing the 
situation he/she would begin by first considering the environment or 
supra system in which the school operates, breaking that down into mean- 
ingful parts (note Figs. 3.1 and 3.2, Ch. 3) and then identifying the various 
component parts of the school itself (various formal administrative struc- 
tures, teachers and their various formal and informal organizations, students 
and their various formal and informal organizations, and so on). This then 
provides the framework within which any particular problem is examined, 
The principal who has developed a concept of each element, its role, and 
its various parts can proceed to analyze relationship between the 
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school and its environment and the way the various parts of each relate 
both to each other and to the whole, within and without the system. In 
this relationship both long- and short-term effects must be considered. 

Approaching situations according to systems analysis directs one to 
think both in conceptual as well as concrete terms. It helps the principal 
to recognize the dynamic interrelationships of the school and understand 
that specific behavior problems that may create a crisis are not generally 
solved alone by a specific isolated solution but rather by the intelligent 
application of some general overall principles. 

One of the most understandable approaches to studying organization as 
systems is provided by James G. Miller.** He considered organizations as 
dynamic living systems and divided them into their smallest identifiable 
parts. Then, to speculate on how different actions would affect these parts 
separately, in different combinations, and as a whole, he set up a series 
of hypotheses, applied these to the systems in various combinations, and 
theorized their effect on the system and its parts. This process of *using 
cross-level hypotheses can be very useful to the principal practitioner 


who wishes to become more of a student of the school and its social 
setting. 


The Person 


While the person in a particular position in an organization occupies a 
certain specified role and is shaped through interaction with the various 
elements of the social system, at the same time, as an individual, he/she 
shapes that role too by his/her needs, drives, talents, and training or the 
various capacities he/she has as an individual. 

We will discuss the individual and his/her impact on the organization in 
the chapter dealing with leadership. Now a major question arises as to 
how we educate this individual so that he/she can perform effectively with 
a minimum of role conflict. 

One of the reasons that the principalship overemphasizes administra- 
tion and management is that the training program for principals is oriented 
in that direction. 


Bernard C. Watson, in reviewing problems of principals, makes this 
point in dramatic fashion: 


Thus, the principalship, overwhelmed by and immersed in maintenance 
duties is often perceived by superintendents and principals as a middle 
management position in the educational hierarchy. The emphasis is on 
administration, but the problems that the principal faces demand effective 
educational leadership. The skills demanded are highly varied, but many 


18 James G. Miller, Living Systems (New York: McGraw Hill, 1978). 
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administrators find that the tools with which they are equipped are valuable 
only in maintaining the status quo .. .”™ 

A major problem, however, is how to recruit and train individuals so that 
they become educational leaders rather than administrators. Procedures 
concerning recruitment and training have been affected by the changes in 
the last twenty years, but the sad fact is that the training of administrators is 
still in the stage of the Model T.” 15 


A survey of colleges and universities having graduate programs in 
educational administration revealed that the professor of educational ad- 
ministration believes principals should be spending the greatest propor- 
tion of their time in the improvement of instruction and that they should 
be trained accordingly.® However, the fact that the typical educational 
administration departments’ courses deal mostly with management and 
administration influences the beginner's early program in that direction. 
Professors note the overemphasis on management and administration 
occurs during the Masters and Sixth Year (Certificate Program) programs 
rather than at the doctorate level. It is at this beginning stage candidates 
are encouraged to take more administration courses so professors of 
educational administration can become more familiar with them and their 
work. In addition they contend requirements for the administration cer- 
tificate force the beginner to take management-type courses. While it is 
fortunate that the doctorate is becoming more flexible and oriented toward 
an individual’s specific needs, it is unfortunate that the same cannot be 
said for the certificate program (masters and diploma program). This is 
just the period when a young man or woman enters the principalship and, 
in a sense, establishes his/her general style and mode of operation as an 
administrator. It is at this stage that special emphasis should be placed 
on instructional leadership. 

Actually one can review the series of courses required for the principal 
and for the superintendent in the typical university and find little or no 
difference in the courses required of each. It is little wonder then that the 
administrative-management emphasis predominates.?* 

Scholars in the field, however, do recognize that there is a uniqueness 
about the principalship that should be considered in his/her preparation 
program, even though most of them place him/her primarily in the ad- 
ministrator category. The place where there is disagreement is determin- 
ing the degree to which different administrative positions require special- 


als, . Watson, “Issues Confronting Educational Administrators,” in Luvern 
L. pice Wek ee ag ed., Educational Administration. The Developing Decades 
(Berkeley, Calif.: McCutchan Publishing Corporation, 1977), p. 85. 

15 Ibid., p. 88. 


16 Ibid., p. 90. ; : , 
17 Paula Silver, Dennis W. Spuck et al., Preparation Programs in Educational Admin- 


istration (Columbus, Ohio: The University Council for Educational Administration, 
1978). 
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ized types of training. Of course this brings one back to the old questions: 
Do we think the principal should be more closely allied with the teaching- 
learning process or with administration? Should the principal be more 
the instructional leader or the administrator-manager of the building? 
In a sense it is a matter of degree. The principal should have preparation 
in broad areas of both instruction and administration. He/she should serve 
as a colleague as well as a leader with teachers and still be part of the 
administrative structure. However, what should be his/her strongest 
affiliation and, in preparation programs, what should be his/her greatest 
emphasis? 

In a survey of secondary school principals throughout the country an 
attempt was made to determine what preservice courses in schools of 
education should be considered most important for the beginning prin- 
cipal. From the viewpoint of these practitioners the eleven courses listed 
by 85 per cent or more as highly useful or essential represented a com- 
promise between the extreme of becoming a “superspecialized technical 
manager” or “a broadly learned educational leader.” 


Highest Rated Courses 18 


School management (96%) ° 
Curriculum and program development (96%) 
School law (95%) 
Supervision of instruction (95%) 
Human relations (93%) 
Secondary school principalship (92%) 
School finance and budgeting (92%) 
Personnel administration (91%) 
Leadership (90%) 
Community relations (87%) 
Internship and field experience (87%) 


° The percentage number re 


y presents the percentage of principals responding to the 
questionnaire who rated these 5 n 7 j 


courses as highly useful or essential. 


The National Association of Secondary School Principals suggested 
the model depicted in Figure 2.3 as a systematic approach to preparing 
principals. Within each process, diagnostic, prescriptive, implementative, 
and evaluative, the following behaviors are identified according to do- 
mains; 1° 
1. Knowledge. 

2. Comprehension. 


18 National Association of Secondar 
Principalship, the National Survey (Re 
19 Donald Brandewie, et al 
Administrators,” NASSP Bulleti 


y School Principals, 
ston, Va.: The Association, 1978 -9 
The Preparation and Development ¢ waite 
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Ficure 2.3. A systematic approach to preparing principals. 


I. Educational 
program 
development 


II, Personnel 
development 


II. School- 
community 
relations 


IV. School 
manage- 
ment 


V. I Etc. Instructional variables 


A — Diagnostic 

B — Prescriptive 
C—Implementive 
D — Evaluative 


Source: See footnote 18. 


2 


Application. 
Analysis. 
Synthesis. 
Evaluation. 
Affective. 
Skills. 


PEED 


The Three-Skill Approach to Administration 


A number of experts have attempted to determine the proper preparation 
of principals on the basis of the Katz three-skill approach to administra- 
tion.” Katz categorizes the skills needed by any administrator into three 
broad divisions—technical skills, human skills, conceptual skills. 

Technical skills involve specialized knowledge and proficiency in a 


20 Robert L. Katz, “Skills of an Effective Administrator,” Harvard Business Review, 
33, No. 1 (January-February 1955), pp. 33-42. 
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specific kind of activity, along with facility in the use of tools and tech- 
niques of the activity. ; wee 

Human skills may be contrasted with technical skills in that they are 
used in working with people versus working with things. They aid a person 
to work effectively with individuals and groups of people to build a coop- 
erative and friendly team effort in achieving the goals of the organization. 

Conceptual skills in a sense are the ability to put it all together—sensing 
the organization as a whole and the total situation relevant to it. Katz 
suggested that seeing the enterprise as a whole includes recognizing the 
interdependency of the various organizational functions and how changes 
in any one function affect all the others.” 

Again, analyzing the principal’s job from this perspective, it depends 
upon where the emphasis is placed. If instructional leadership is that for 
which the principal is held accountable, then a different set of technical 
skills is emphasized, namely, those dealing with instruction, program 
development and evaluation, and curriculum and materials. In déaling 
with the community, students, and teachers in their mutual interest in 
achieving the school’s goals, a major emphasis is upon the human skills. 
The conceptual skills focus upon the building and the attendance area, 
but do not lose sight of the total school system nor of the total community. 

McNally and Dean reviewed the elementary principal’s role in relation 


to the three-skill approach. Their review also applied to the secondary 
principal: ** 


All three types of skills mentioned earlier (technical, human, conceptual) 
are important at all administrative levels. Rather, it appears that the 
differences arise mostly from the nature of the problems to which they 
tay be applied. For example, conceptual skill is probably most important at 
the level of chief school officer, for here decisions must be made with the 
welfare of the entire system constantly in mind. Nevertheless, the elementary 
school principal also has to exercise conceptual skill in seeing local com- 
munity and school problems in relation to the system-wide picture, in main- 
taining balance and integrity in the overall program of his local unit, and 
in conceiving creative innovations for improvement in relation to local situa- 
tions and needs. 

Likewise, human relations skills are of critical importance at all levels of 
administrative responsibility. Differences among the administrative levels with 
respect to human relations skills lie primarily in the kinds of situations in 
which they are exercised. The superintendent, for example, has more 
formal kinds of relationships. He is at the lonesome pinnacle of the organi- 
zational hierarchy, with no status peers in the system. 


The elementary school principal on the other hand, is daily immersed in less 


21 Chester I. Barnard, Functions of the Executive (Cambridge, Mass.: Harvard 
University Press, 1938) has an excellent discussion on this. See particularly p. 235. 

22 Katz, op. cit., p. 36. 

23 Harold J. McNally and Stuart E. Dean, “The Elementary School Principal,” in 
Donald J. Leu and Herbert C. Rudman, Editors, Preparation Programs for School 
Administrators (East Lansing: Michigan State University, 1963), pp. 119-120. 
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formal, intensely personal contacts. He confers and counsels individually 
with staff members, parents and pupils. He works with small parent groups, 
with faculty groups and with community groups in much less formal ways 
than does the chief school officer. In common with the secondary school 
principal, he works with both subordinates and superiors in the organization. 
With respect to technical skills, also, those important to an elementary school 
principal's functioning are similar in nature and principle to, but different 
in their specific application from those important in other administrative 
positions. The principal needs greater command of the skills of close 
personal supervision of professional and non-professional staff, of pupil 
personnel administration, of selection, utilization, and control of elementary 
school instructional supplies, and of the administration of internal activity 
funds. 

All that has been said in the foregoing could also be applied to the secondary 
school principal. Differences in the specialized emphasis of his preparation 
from those of his elementary school colleagues should stem from the special 
nature of the enterprise he administers; its unique social and educational 
organization, its objectives, its program, the nature of its staff, and its place 
th and relation to the rest of the school system, and to the community. 


Downey has this to say regarding the unique aspects of task of the 
secondary school principal, and again the same could be said for the 
elementary school principal: ** 


Most formulations of the task areas of educational administration include: 
finance and business management, physical facilities, community relations, 
organization and structure, staff personnel, student personnel, and program 
development or instructional leadership. 

All of these task areas are of concern to the secondary school principal, as 
they are to every other administrative official in the educational system. 
Comparisons among the tasks performed by various administrators reveal, 
however, that the tasks assume different priorities and call for different 
degrees and levels of involvement from one position to another. For example, 
the superintendent's tasks with respect to finance and business management 
are crucial and require involvement in the procurement, the distribution, and 
the utilization of resources. The principal's tasks in this area are less crucial, 
involving mainly the utilization, and not the distribution or procurement 
of resources. So it is with each of the task areas. For one administrator, the 
task is crucial and requires specialization involvement; for another it is 
less crucial and requires limited involvement. 

It is suggested that, in the case of the secondary school principalship, the 
order of priority that should be assigned to the various task areas is exactly 
the reverse of the order in which they are listed above. That is to say, 
finance and business management is the least crucial and calls for the lowest 
level of involvement; program development and instructional leadership is 
the most crucial and calls for the highest level of specialized involvement. 
In fact, I would contend that it is primarily the unique aspects of the 
secondary school principal's tasks in program development and instructional 


leadership that make his position a specialized one in educational admin- 
istration. 


24 Ibid., Ch. VII, Lawrence W. Downey, “The Secondary School Principal,” pp. 
129-130. 
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Specialized Learnings~Competencies Necessary 
for the Principal 


These authors, in their analyses of the specialized learnings necessary for 


the 


elementary principal and the secondary principal, considered the 


principalship a distinctly different subspecies of the species “educational 
administrator.” They were startlingly similar in that they placed strong 
emphasis on the need for special training in the instructional leadership 
area. The following summarizes some of the specialized learnings and com- 
petencies important for the effective principal of today. 


Ls 


10. 


The principal should be thoroughly conversant with findings of psy- 
chology concerning the nature, growth, and learning that underlie 
teaching methods and curriculum organization. 


. The principal should have a strong sociological background in ‘order 


to understand the school and the school community as social systems. 
In particular, sociology of organizations and of juvenile cultures can 
contribute to his/her understanding of the problems that he/she faces. 
He/she needs to know school programs as intimately as a physician 
knows anatomy, as an integral pulsing system with its complex detail. 


. He/she should be knowledgeable of the strengths and weaknesses of 


various programs and methods and be skilled in effective ways to 
bring about improvement in them. 


. He/she should understand how to best utilize auxiliary services such as 


those provided by curriculum workers, librarians, audiovisual special- 
ists, health and guidance personnel, and remedial specialists. 

In addition to the principal's intimate knowledge of programs he/she 
needs to learn well the knowledges and techniques necessary for effec- 


tive classroom supervision and the broader tasks of instructional im- 
provement. 


All principals ought to know the general element of good teacher 


selection policies and procedures and above all the process of induct- 
ing and orienting new staff on the job. 


Having a closer relationship with teachers and staff than any other 


administrator the principal's problem of maintaining and improving 


morale is more personal, more immediate, and more intense. 
The principal must be concerned specifically and intim 


h haat ) ately with 
the schooľs attendance district—the socioeconomic level; problems 


and needs of individual community members and families; objectives, 


role, and functions of community and parent organizations. Along 
m this the principal must understand the relationships with the 
entire community and the availability of communi 

a a nity res y 
rene y resources to the 


In regard to pupil personnel he/she certainly needs to know the tech- 
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nical procedures of handling admission, attendance and transfer, and 
accounting. 

11. He/she must be knowledgeable in techniques of working with students 
on a large group basis in developing realistic student government, 
social and recreational activities for the students, and civic contribu- 
tions by the students. 

12. He/she must be thoroughly grounded in organizational process and 
social systems so that variations of organizations for learning can be 
tried and evaluated. 

13. He/she must help to institute and administer ways of assessing pupil 
progress and establish methods of reporting to parents and accounting 
to the community at large. 

14. He/she should have the ability to serve as coordinator, mediator, and 
arbitrator among the various forces that attempt to influence the 
direction and purpose of education in the school. 

15. He/she must have a broad educational foundation providing a strong 
intellectual base on which to develop a well-conceived personal philos- 
ophy of education to give his/her leadership respect and direction. 

16. His/her educational base must be broad enough so that the faculty and 
staff do not attack for meddling in specific subject or technical areas 
but rather respect his/her sensitivity and insight into the world and 
its togetherness and his/her ability to reveal imbalances, undue em- 
phases, and inconsistencies whenever they occur. 

17. He/she must have ability to work with teachers in the selection and 
evaluation of educational procedures from the multitude of these pro- 
cedures presently advanced. 


Table 2.1 provides a consolidated review of the various tasks of the 
school principal. It becomes obvious in this review that one would find 
little disagreement over the responsibilities that the principal has and the 
tasks that he/she must perform or oversee. Most everyone will agree, too, 
that the principal must be an educational leader, an administrator, and 
an efficient manager of his/her school building. However, the priority of the 
role emerges when certain activities are rewarded, reinforced, and praised 
and others are disregarded or discouraged. The reality of the situation 
is that central administrations and boards of education reward and rein- 
force the well-managed, efficiently operated school. Although they will not 
deny that instructional leadership is important, they become concerned 
and fearful when individual schools deviate from normal routine instruc- 
tional procedures. The give and take of opinion and the dynamic inter- 
change of ideas among faculty and with the community too often spells 
controversy to the central administration. Experimentation and innova- 
tion are risk-taking ventures that may rock the boat too vigorously. There- 
fore, when one does see real instructional leadership performed in a 
school it is the result of one or more of the following ingredients: (1) a 
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TABLE 2.1 Task Priorities ?5 


> Priority 
Administrative and Leadership : 
Tasks of Principal Low Medium High 
Finance and management x? y $F 
Budget—regular program X X / 
Physical facilities X 4 
Supplies and equipment X f 
Staff personnel administration X ie 
Professional personnel administration X / 
Student accounting X / 
Professional staff development / X 
Student growth and development / X 
Student activities and government i X 
Curriculum development / X 
Instructional improvement ri X 
Utilization of materials of instruction / be 
Community relations (attendance area) / xX 
Community relations (school district) / xX 
Accountability in teaching and learning / "4 
° Represents priority necessary to exert strong instructional leadership. 
+ Represents actual Priorities as revealed by studies of what the typical principal 
actually does. 


courageous and creative principal, (2) 
(3) a dynamic community. 

A U.S. Office of Education Commission 
education reported on a stud 
Principal and success as a 
extensive the formal 
leadership.” In other 


a forward-looking superintendent, 


appointed to study teacher 
y on the relationship between training as a 


Principal. The study concluded: “The less 
preparation of principals, the greater was their staff 
words, more training resulted in less effective leader- 
entage of principals are “followers” 
aders in their own right.” Without 
ze as to why the report came to the 
d be the training program’s emphasis 


more devoted to the maintenance 
ent of instruction. 


ates detail person 


of the organization than to improvem 


For Further Thought 


l. Is administration 


Properly considered an 
2. In general, whic 


r art, a science, or a process? 
h is the most important influence in bringing about 


2° Ibid., p. 131, 


28 Study Commission on Undergraduate Education 

Teacher Education in the United States: The 

University of Nebraska Press, 1976) pp, 52-53. 
27 See also Ch. 6, “Leadership.” 


and Education 


of Teachers, 
Responsibility Gap 


(Lincoln, Nebr.: 


10. 
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educational changes—educational leaders and statesmen or changes in 
economic, social, and political conditions of the times? 

To what extent should a school faculty be involved in the selection of 
a new principal? Develop a plan for the selection process and defend it. 
Present arguments for and against specialized education for administra- 
tors in general versus specialized education for principals. Is it a matter 
of emphasis? 

Identify and discuss the specific certification requirements for the 
position of principal in your state. Is the emphasis on instructional 
leadership or on administration? How different are the requirements 
from those for the position of superintendent? 

Compare the traits of successful and unsuccessful administrators. 


Are there some reliable tests for predicting administrative potential? 


Review and analyze them. 

What are the personal qualities you believe a school principal should 
Have? Can you defend this on the basis of objective evidence? 

Study the succession patterns of administrators in your area. How 
many insiders are there compared to outsiders? Are there differences 
in the succession patterns of elementary school principals, middle 
school or junior high principals, senior high principals, and superin- 
tendents? 

Interview a number of teachers, students, and parents, and ask them 
what they consider the important duties of a principal to be. What are 
the similarities and differences in response? 


Chapter 3. The School and Its Communities 


The old idea of the school as an academic island existing apart from the 
more turbulent mainland has never been real. Certainly it is not real tuday! 
The public school is only one of many activities and problems of concern 
in any community. Education is so complex that it is accomplished through 
a number of institutions, agencies, and activities of which the formally 
organized public school is only one important agency. Cooperation among 


all agencies of community life is essential to the realization of desirable 
educational outcomes. 


The School as Part of Civil Government 


From the standpoint of the community itself the school is 
civil government, which consists of public works, public he 
recreation, welfare, and education. In addition, m 
in a less structured way we have churches, volunta 
tional and welfare agencies, and economic activities of various types. To 
the people in the community all these activities are important although 


some will appear in stronger focus at different times, depending upon the 
people involved and the problems that confront them, 
the community forces even more, none of these 
tions are self-sufficient within the community itself; all are subject to strong 
regional, state and nation 


of an intricate complex. There 


a part of the 
alth and safety, 
aking up the community 
ry cultural, social, recrea- 


P considerably with the 

all because the school’s 
wellbeing as a social institution j their good will; finally, 
s for the general support 


The influence of the community on the school and the sch 


ool on the 
82 
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Ficure 3.1. The character of the community. 


National influences 


State influences 


Public 
education 


Recreation 


Industry 


organized 


community is a continuous interaction process. The school’s influence on 
the community is more subtle, long term, and indirect. The community’s 
influence on the school, however, is far from subtle. Figures 3.1 and 3.2 
illustrate these mutual influences and the various sources of influences 


upon the community and upon public education. 


Ficure 3.2. Influences upon public education. 


Tationat_ influences 


State influences 


\ community n, 
3) fh 
io Ye, 


PUBLIC 
EDUCATION 
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As an agency responsible for the education of the community’s children 
and youth the school finds itself subject to the stresses and strains of every 
organized and unorganized activity within the community and under 
parental and general adult scrutiny at every point. This places the prin- 
cipal and his staff in a very sensitive position. While some are inclined to 
resent the community’s intrusion upon the school, the enlightened principal 
accepts this as a natural state of being for an institution as important as 
the public school. Rather than resent, fight, or disregard it, the successful 
school administrator will involve the school as fully as practical in com- 
munity affairs, and involve the community as fully as practical in school 


affairs so that the purpose, value, conditions, and needs of each will be 
fully understood and appreciated. 


Principles 
1. The process of education extends beyond the walls of the formally 
organized public school. The influences of outside forces are so impor- 
tant that close cooperation with other community agencies, institutions, 
and organizations is essential to the development of a sound educational 
program. 
2. The American public school reflects the cultural milieu of which it is 
a part. It is responsible not only for conserving the useful past but also 
for preparing the way for progress and change. It must be attentive 
to the wishes of all the people. Because it must generally operate by 
consensus it will always be subject to criticisms by both reactionary and 
radical opinion. 
The American public school through legal delegation of power represents 
a partnership between the people, the community, and the state; there- 
fore the school, in a sense, is an extension of the home and necessitates 
the active and intelligent participation of parents in the educational 
program as well as requiring the school continuously to inform the 
people of conditions, purposes, and needs of the educational program. 


What Is a Community? 


In the foregoing discussion of the school and the community, the term 
“community” has been used in a very broad sense with city and town 
governmental limits generally establishing the boundaries of the community. 
The concept of community is as elusive as a drop of mercury on a marble 
tabletop. Sociologists are continuously trying to define it in numerous studies 


that have given us insights into the relationships between people, their 
group behaviors, and the decision process in communit! 


ies. However, we 
hope the student will not become discouraged in attem 


pting to pin down 
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an exact definition. As far back as 1955 Hillary identified ninety-four 
different definitions of community.’ As of this date the numbers would run 
into the hundreds. Probably almost as many different definitions could be 
found for social systems and institutions. The more one studies the research 
and writing the more obvious it becomes that it is almost impossible to 
precisely define what a community is as compared to a social system as 
compared to an institution. They all begin to converge as well as diverge. 
As Hope Hensen Leichter pointed out in her analysis of the structure of 
families, systems, institutions, and communities, the more one studies and 
looks into these, “the more it isn’t there”.? The possibility of such diversity 
of definitions is not meant to confuse but to show that a community is not 
the simplistic phenomenon that many would believe. The precise issue is 
to alert scholars of education to the complexity of clustering and labeling 
people, their activities, and their organizations. There is a vast variety of 
possibilities, depending upon one’s perspective and purpose. 

Communities have been studied from the viewpoints of space, population 
groupings, shared institutions and values, interactions between local people, 
structure, and social systems.* Campbell and co- 
al system view of the community that serves as a 
“game” of education can take place in a territory 
ut not closed either socially or politically.*. Much 
of the literature stresses the concept of the community as a social system. 
A system may be thought of as “. . . a set of components surrounded by 
a boundary which accepts inputs from some other system and discharges 
outputs into another system”.® It is clear that a community can be made 
up of several systems, and in turn those social systems may be made up 
of subsystems. 

A number of books on 


power structure, ethnic 
authors cite the territori 
framework in which the 
bounded by a district b 


school administration follow this pattern. They 
will identify the community generally as the governmental unit known as 
the school district and then consider the interacting units within these 
boundaries as social systems. Invariably, when attempting to analyze the 
role of the individual within this system they present the Getzels and Guba 
model showing the organizational and personal dimensions of social 


behavior. 


1G. A. Hillary, Jr “Definitions of Community: Areas of Agreement” Rural Sociology, 
. A. Hillary, Jt. 

BY aa bet ere “Families and Communities as Educators: Some Concepts 
2 Hope Jensen 2 Record, May, 1978. 

of Relationship, ac ees of the community, see Roland F. Warren, The 
3 For a review Of h 2nd ed., (Chicago: Rand McNally & Co., 1972), pp. 21-52. 

Community seed I, et al. The Organization and Control of American Schools 
4+ Roald F. ry ee E. Merrill Publishing Co., 1970), pp- 431-434. 

(Columbus, Ohio: «a General Systems Approach to Social Taxonomy,” People, Groups, 
F, K. Berrien, “A Sen Teachers College Press, 1968), p. 111. 


and Organizations (New York: 
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Normative (Nomothetic) Dimension 


Institution > Role ————> Expectation 


Social System’ Observed Behavior 


Individual —————> Personality ———> Need disposition 


Personal (Idiographic) Dimension 


A person within a social system such as the school makes a decision or 
performs an act (administrator, teacher, or student). Based on the Getzels 
Guba model, this act or action is conceived as deriving from both the 
normative and idiographic dimension. In other words, one may say that 
behavior in the school is a function of the role the school expects of the 
person and his/her personality as defined by a needs disposition. 

While this model has provided a useful way of analyzing the particular 
behavior of an administrator, teacher, or student, unless carefully explained 
it is in itself too simplistic. The assumption is too often made when con- 
sidering the normative or nomothetic dimension that only one institution, 
the school, influences the role. Thus, it becomes a static rather than dynamic 
situation. The fact is, for any given person many institutions of which he/she 
is a part of at that particular time, influences role—the church, political 
party, the social club, ethnic group, the communities, the professional 
organizations. Influence on behavior is dynamic and ever changing. 

The same may be said for the idiographic dimension. This if often seen 
as a static condition of personality based upon past experiences and influ- 
ences. These influences are of major importance. However, present-day 
influences (friends, accidents, unusual experiences, and so on) of the 
moment may change personality and behavior drastically at any given time. 

Getzels recognized the need for more emphasis on the dynamics of 
behavior in a later discussion of communities.° 

He added to his model the dimension of the ongoing influence of various 
communities (or systems) of which a person is a part. 


Communities* ——> Collective identities —————————» Norms, ete. 


it it it 


Institutions ————» Role —————————________-» Expectations 


It It e e 
Individuals ————> Personality ———— > Disposition —— 7 


it it J 


Communities* ——> Collective identities —————____» Norms 


Behavior 


“Includes: (1) local communities, (2) administrative communities, (3) social communities, 
(4) institutional communities, (5) ethnic communities, (6) ideological communities 


Although it is not the intent of this chapter to treat institutions, social 
systems, and communities in detail and in as disciplined a way as the 


SJ, W. Getzels, “The Communities of Education,” Teachers Coll ‘ 
1978), pp. 659-682. » Teachers College Record, (May, 
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foregoing studies, we recommend any and all of these as areas of careful 
study in the preparation program of every principal. 

Because community implies people and is more personal than the terms 
“system” and “institution,” we will use the term “community” as we deal 
with an analysis of the way people relate and cluster in the school. Our 
definition of community in this sense is simple: a group of people conscious 
of a collective identity through common physical, cognitive, and affective 
educational relationships. On the basis of this definition there can be several 
communities within a broader school community. Each individual within 
the school community may well represent a variety of different communities, 
all of which makes a complex network to consider in attempting to under- 
stand the values and expectations of each. 


The School’s Community 


The school is part of a total school community known as the school district, 
which is the governing unit for all of the schools in the district. The shool 
principal then is most immediately concerned with that portion of the 
community that is part of his/her school. Whereas within the broad com- 
munity he/she shares limited leadership responsibility with the superinten- 
dent of schools, the central office staff, and other school principals, the 
principal of the neighborhood school becomes the most logical first contact 
about education for those parents and citizens who live in that neighbor- 
hood. The boundaries of this community are determined by the general 
attendance area of the school itself. All citizens living in this attendance 
area and all persons employed by the school are part of this community. 
They may be (a) citizens without children in school, (b) parents of 
children in school, (c) children in school, and (d) teachers and other 
employees of the school. 

For the most part these school communities have fixed attendance area 
boundaries; however, with the advent of the voucher system, open school 
attendance, magnet schools, and busing to eliminate segregation, the com- 
munity may be extended and dispersed. 

This dispersion makes it difficult to delineate who makes up the school 


community and complicates communication; however, it does not eliminate 


the idea that this is or can be a community. 

The rapid growth and complexity of communities with accompanying 
growth and complexity of school districts in the twentieth century make 
it impossible for schools to remain as close and responsive as they were 
in the eighteenth and nineteenth centuries. The feeling of actually belong- 
ing, participating, being a co-partner with the school is rapidly disappearing. 
The intimate community spirit is becoming lost with the rapid growth of 
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schools in the megalopolis and in the organization of the sprawling rural- 
suburban consolidated district. These larger districts have tended to develop 
into mechanized professional organizations that are highly bureaucratic. 
Many people are inclined to resent the growth, centralization, and re- 
organization that has taken place in schools and propose that we go back 
to the “good old days” of the small neighborhood district. This is regressive 
thinking and can never really happen. The growth in population alone 
would prohibit this as a possibility. There is no doubt that educational 
opportunity and educational process has been improved by consolidating 
into larger educational units; however, in planning the educational unit 
there was not invented or established a realistic organized way to keep 
parents and citizens intimately associated with the schools. It can truly 
be said, the schools have kept pace with change technically but not 


organizationally and operationally as far as close relationships to their 
publics are concerned. 


It Happened to Schools 


With the complexities of 


government and the complexities of the schools 
there is 


a growing belief that there have been both unconscious and con- 
scious moves to gain control of schools by professionals and distant govern- 
mental bodies. Reviewing both sides of the case, there is more than a little 
evidence to support these claims. Researchers from the Center for Educa- 
tional Policy and Management of the University of Oregon developed a 
historical review of the phases by which school control is being “wrested 
from the people.” ? Their major thesis is that local control was first destroyed 
by the growth of educational professionalism and is under further assault 
by a “political reformer elite” who see the schools as agents of social and 
economic change to be manipulated by federal legislation. In the latter 
instance, to make their point they review the effect of the Elementary and 
Secondary Education Act in 1965 plus other federal legislation and c 
cases dealing with school finance, segregation, and other social issues. 
Richard W. Saxe makes a more subtle reference to deteriorating citizens’ 
participation by observing that attempts at better relations are neutralized 
by elements of the “bureaucratic professional model.” 8 The teachers’ fear 
of parents causes them to don an armor of expertise and professionalism to 
keep parents at arm’s length. Another negative factor that drives citizens 


‘ourt 


TL. Harmon Zeigler, Harvey J. Tucker, and L. A. Wilson,” 
Was Wrested from the People,” Phi Delta Kappan (March, 197 
8 Richard W. Saxe, School Community 
Publishing Corporation, 1975), pp. 23-24. 


“How School Control 
7), pp. 534-539. 
Interaction (Berkeley, Calif.: McCutchan 
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away, according to Saxe, is the need to maintain a safe environment for 
students portrayed by a typical sign in Ohio schools: 


ALL VISITORS 
MUST REPORT TO THE PRINCIPAL'S OFFICE 


Visitors-State Statute 2917.21.1 of the Ohio Code prohibits the trespassing 
on School Property. This regulation pertains to the Buildings and Grounds. 


Rosabeth Kanter makes an even stronger statement regarding the loss 
of community influence on schools: 


Seeking discipline and wanting to legitimate their own authority claims. 
schools removed children from the family, set up a system of authority 
based upon state sanctions and expertise . . . . and instituted a “work dis- 
cipline” strikingly similar to that of adult organizations. . . . Today the 
relations between school and parent and between teachers and parents 
despite alleged community control of schools, are not unlike the uneasy 
relations of corporations and families, with the family often unable to 
intervene in or influence organizational policies even tho’ these policies 


have great effect on their lives.° 


Much the same allegation is made by the Carnegie Council on Children.” 
They assert that parents deal with schools from a position of helplessness, 
feriority. With their special credentials and jargon the 


frustration, and in 
professionals in the various institutions, including the school, have essen- 


tially taken over the control of the child. 


Develop a Special School-Community Program 


as the official first-line contact of the school to the com- 
spel the feeling that the professionals are eroding 
the public’s influence on schools. A special series developed by the National 
Community Education Association has excellent suggestions for improving 
community-school relations. They have developed ten “How To” pamphlets 
that provide step-by-step suggestions: People Helping People, The Com- 
munity Council, Public Relations, Community Surveys, Models of Commun- 
ity Education, Financing Community Education, Organizing Volunteer 
Programs, Involving Senior Citizens, Evaluating Community Programs, and 


Community Decision Making. 


The principal 
munity can do much to di 


Peas 


‘amily in the U.S.: A Critical Review and Agenda for 


K. Work and F 
*Rosábeth Pane Russell Sage Foundation, 1977), pp. 12-13. 


Res h and Policy (New York: ! F o 
Treen t and The Carnegie Council on Children, All Our Children: The 


ori Family Under Pressure (New York: Harcourt Brace Jovanovich, 1977). 
A A G and available from the Pendell Publishing Company, Midlend, 
Mich. 48640. 
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The Student Community 


The Student and School Governance 


As one reviews the textbooks in curriculum, supervision, and administration 
of elementary and secondary schools one observes a serious concern for 
teaching of citizenship and providing prototype adult experiences that 
show how our democracy works. This well-meaning approach to the edu- 
cation of children is an example of some of the artificiality that pervades 
our educational system. We do need to use make-believe situations, ex- 
amples, and case studies to liven up and put more meaning in teaching 
but the student community is not a make-believe situation. It is a real live 
situation with all the ingredients to make it a bona fide democratic com- 
munity. Students are not make-believe citizens; they are actual citizens 
who are not only part of the school community but the community at large. 
The child is often called the “invisible citizen” because between the parent 
and the school, both of whom supposedly are acting in the best interests 
of the child, the child’s rights as a citizen are seldom considered. 

Justice Jackson, who delivered the opinion of the court in the famous 


“flag-saluting” case, admonished school authorities for disregarding students’ 
basic rights as citizens. 


The Fourteenth Amendment as now applied to the states, protects the citi- 
zen against the state itself and all of its creatures—Boards of Education not 
excepted. These have, of course, important delicate and highly discretionary 
functions, but none that they may not perform within the limits of the 
Bill of Rights. That they are educating the young for citizenship is reason 
for scrupulous protection of constitutional freedoms of the individual, if we 
are not to strangle the free mind at its source and teach youth to discount 
important principles of our government as mere platitudes. 


This brings us to a very sensitively balanced mode of operation for the 
school and raises issues in regard to administration-student, teacher-student, 
and adult-student relationships. Immediately, one can hear the usual ques- 
tions raised, “Who's in control here, anyway—me or the students?” “Are 
you going to let the students run the school?” “What are principals and 


teachers for if they can’t tell students how to behave, what to do, and 
what not to do?” 


To allow children to participate fully in their own government threatens 


a very basic value system going back to the Middle Ages—a “divine right” 
that adults had over the young and the schoolmaster had over students: 
“Children should be seen and not heard.” “Children shall obey the will 
of the master.” “Teacher knows best.” “The parent knows best.” That 


12 West Virginia State Board of Education v. Barnette 319 U.S. 624, 63 S. Ct. 1178. 
1943. > ar 
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school administrators and teachers must have absolute control over students 
in order not to lose control altogether is a perpetuation of a long-standing 
myth. 


An Institution Responsive to Students 


Educators too often restrict their consideration of the school to the formal 
organization that they themselves set up. There is a growing body of 
research on the student in relation to school environment, the formal and 
informal student organization, the student community, the student social 
system, the social climate of the school and classroom, and the influence 
of in-school and out-of-school peer groups.'* In any given student body 
the incidents of daily interaction between students can number in the tens 
of thousands; yet teachers and administrators are inclined to count these 
interactions as inconsequential unless they themselves are involved in the 
interaction. Actually, the social climate of the classroom, the school, and 


the general community has an important influence on student behavior 


and student achievement. 
Jack R. Frymier expands the idea of educational institutions as social 


systems in his book Fostering Educational Change. He makes the point 
that every social system is a human undertaking aimed at furthering or 
Each person has his/her goals and each group has 
its goals, some of which are clear and some not so clear. With a student 
body, when problems come into focus and the students feel repressed, 
denied, or restrained because the institution is not moving happily toward 
desired goals or because they are not respected as an important part of 
hatever the nature of the problem, the first logical move is 
to request a change. Employing the traditional concept of following the 
administrative hierarchy, students go through the various levels of authority 
to bring about the change. Then, if this fails and they have been unsuccess- 
ful in their efforts to persuade the powers that be to change, they have 
only three choices: give in, get out, or revolt. Each of these choices creates 
very special problem areas in schools. If the students give in—do as they 
are told—it is a submission that creates resentment and frustration and a 
developing antagonism. The students may choose to get out and do so 
psychologically either through apathy or by excessive absences, or physically 
by actually dropping out of school. Finally, comes the most extreme option 
of major protests, striking back and revolting because of the rigidity and 
inflexibility of the system. This became a popular mode of action beginning 
in the late sixties and early seventies and is an indication that youth will 


realizing human goals. 


the system—w 


vide us with an excellent discussion of the student in the 


3 ot al., pre i 
eS ae ation and Control of American Schools, 2nd. ed., pp. 


school setting in The Organiz 
sere R. Frymier, Fostering Educational Change (Columbus, Ohio: Charles E. 
Merrill Publishing Co., 1969). 
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not be “knuckling under” so easily in the future.*® If a system is unrespon- 
sive to change over the years it builds up a larger and larger body of 
people who become antagonistic to the system. Not only are there the 
students already in school but there is a growing number who have left 
school either by graduation or drop out. So both from within and without 
a developing antagonistic force is being created that can either destroy 
the system or force change by sheer power. In either case, the inflexible 


institution gradually loses the support it needs as a public institution, 
responsive to the people. 


An Intra-School Community 


Much has been made of assessment and accountability of teachers, admin- 
istrators, and institutions to the public in the past few years. Accountability 
is being responsive to the public, which is made up of parents and citizens 
at large. However, the most intimately affected public is the students 
themselves. Very little has been written about 
viable, responsive social system for students, The 
the pro forma establishment way of facing this 
many cases this organization is operated with “tongue in cheek” by both 
students and administration. They know that the principal can step in at 
any time and veto any of the proposals, and there is no simple procedure 
for appeal nor a method by which the decision of the principal may be 
evaluated by an impartial group. 
If children are to understand that they live in a democratic society that 
is ruled by laws established by the people, they should become familiar 
with the democratic process. Thi 
themselves totally. It is to suggest that there be well-established policies 
in every school system that prov: 
in their school social system; th 
clearly establishes basic right 
system-wide a clear sim 
handed down by 
in the school sys 
within the limits 


assessing the school as a 
student council has been 
problem but in far too 


government that operates 
of the district’s policies and student Bill of Rights. This 


R. Arnig in “Those High School Protest : 
Put Up with Much More?” 7 al, 16 We a 1 
1969), pp. 20-24. 
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Ficure 3.3. Model depicting an intraschool constitutional government. 


INTRASCHOOL COMMUNITY 


Noninstructional Administration 


staff 


Instructional 
staff 


Students 


Existing 
laws 


REPRESENTATIVE 
GOVERNMENT 


District 
policies 


CONSTITUTION 


Students’ 
Bill of Rights 


bers of that particular school’s social system composed of students, faculty, 
administration, and nonteaching personnel (see Fig. 3.3). If schools are 
to remain responsive and close to the people, if citizens and students are 
to remain advocates instead of adversaries of the schools, then adversary 
situations must be eliminated. The rule by one person, whether teacher or 
administrator, must be replaced by a government of law, and those who 
are in the school social system must have a meaningful input into the 
development of that law. 

Arnig, in his study of student protest, urged school board members to 
think more in terms of educational change than in terms of repression and 


control when considering student unrest. He then makes six constructive 


suggestions: 


uld follow the lead of those urban districts that 


1. All school districts sho 
are sharing real power with 


are encouraging increased involvement, and 
teachers, students, and parents. 

2. School boards must find alternatives to the “tight ship” syndrome that 
characterizes the regimented life a student faces, especially in our high 
schools, where even the need to go to the washroom requires a public 
declaration in class and a brightly colored plaque visible en route. 

3. School boards must open up new and broader communications with 
their patrons and clients—the students in our schools. Our schools, our 
economy, and our homes seem to be prolonging childhood for a serious 
generation of young people who want to be a part of the action. We 
need to listen to youngsters in the fullest sense and to judge the merit 
of the views—not the age or appearance of the speaker. 

4, School boards need to seek greater relevance in learning—relevance to 
the world of work, and relevance to the community with which the 
student identifies. Most school-sponsored work experiences, as we know, 


16 Ibid., pp. 23-24. 


44 BASES FOR OPERATION 


begin after the student is eligible to drop out of school—often too late 
for him to recognize that learning is relevant to earning a living. 

5. School boards need to change the ways in which they select and train 
those who take the critical job of principal. Should seniority, certification 
requirements, and examination scores prevail over sensitivity and 
imagination? 

6. Finally, school board members and all the rest of us who have some 
power in this business of education must be more willing to look at 
ourselves critically, to judge our own actions and reactions regarding 
those who confront and trouble us, and be willing to change our attitudes 


toward others who are claiming what they sec—often quite accurately— 
as their rights. 


The Student and Community Conflict 


In considering the student it is important to realize that one of the major 
problems may be that he or she is embedded in a variety of communities, 
each of which may have expectations in regard to the student th 
and conflict with each other and those of the school. 

It is difficult for the principal and teacher to comprehend how serious 
these conflicts are and how much they will influence the behavior of the 
students in school for their effects cannot be determined without serious 
study. Getzels, in his excellent article on the “Communities of Education” 
sees the need for a major research thrust in analyzing the continuities and 
discontinuities, values, and expectations that a student must resolve as 
he/she deals with the variety of communities of which he/she is a part." 

There is a growing body of research that utilizes the network process 
to arrive at an understanding of human behavior. Although very little has 
been done in relation to children and youth it could create new Possibilities 
for understanding the complexities of their behavior.18 

Unconsciously or consciously when 
a boy or girl it is that boy or girl as part of the school con 
often the principal or teacher does not consider all t 
ing on the student that affect his/her actions i 
proach is so simple it is hard to underst 
looks at the boy or girl wherever he o: 
the network of relationship (including th 


at compete 


and. It focuses on the person! It 
r she is and traces the effect of 
e school) on the person. Nicholas 


"J. W. Getzels, “The Communities of Education,’ 
1978. 


18 For further information on network research see R. A. Thompson, “A Theory 
of instrumental Social Networks,” Journal of Anthropological Research, 29 (1973), 


pp. 244-254; Seymour B. Sarason et al., Human Services and Resource Networks 
(San Francisco, Calif.: Jossey-Bass Publications, 1977), 


” Teachers College Record, May, 
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Hobbs follows a similar pattern by studying the child’s “life space” in an 
effort to understand the child, not just the child in the school. 


The Faculty Community 


Anyone who has ever been a teacher in a school knows that when consid- 
ering a faculty of a school you are speaking of a social system, a formal- 
informal organization that has a definite personality, a great variety of 
parts making up the whole, interrelationships that run the gamut of close- 
ness and distance, and wide variations of opinion bordering from either 
extreme to neutral. Nonetheless, the challenge of teaching, the complexity 
of relationships with students, the great goals of the profession tie the 
diverse personalities into some unbelievable whole that we call the faculty. 
Although the typical faculty defies description, it truly portrays the defini- 
tion of an organic system in that it is an interacting entity whose healthy 
existence depends upon effective working relationships between the various 
parts. To disrupt one element in the system is to create stress in the system 
that may in turn result in noticeable effects on the entire system. 

To a limited degree an administrator may deal with a teacher as an 
isolated individual; however, a serious mistake is made if he/she believes 
that this carries through in all cases. Each teacher represents him- or herself 
but also represents a total faculty that not only consists of individuals but 
also of many primary groups that are linked together by a whole series 
of bridges that may range from very strong to temporary and weak. Many 
forces shape the teacher’s thinking and behavior as illustrated by Figure 3.4. 

Numerous studies have been made of the extralegal powers of the 
informal group structures of the faculty, noting how these informal organi- 


Ficurr 3.4. Some forces that impinge upon the teacher. 
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19 Nicholas Hobbs, “Families, Schools and Communities: An Ecosystem for Children,” 
Teachers College Record, (May, 1978). 
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zations have had an unusual influence on the operation of the formal 
school organizations.” Teachers become members of these extralegal groups 
for a variety of complex reasons but for the most part because such groups 
provide for the satisfaction of professional needs that they are unable to 
obtain through the regular structure and normal work flow. Organizational 
factors that influence the formation of these primary groups include prox- 
imity of teaching stations, scheduling of free periods, teaching assignment, 
age, sex, marital status, committee and work assignments, race, and college 
background training. 

When these primary group relationships develop, they play an important 
role in the complex group structure. These primary groups become the 
major source of communications. They also solidify opinions and stances 
on common problems. In a sense these groups establish a united front on 
common issues and may become a source of major opposition to the 
school administration or be solicited as a major means of cooperation. 


The Professional Organizations 


Many of the earlier studies 
inclined to depict the form 
controlled by the school adm 
professional associations th 


of the organizations of school faculties were 
al organization only as that sanctioned and 
inistration. This approach usually neglected the 


at form a growing area of faculty influence. 
The number and strength of these associations no longer allow one to 


consider these as either informal or extralegal organizations. Well over 
five hundred national and regional associations are identified in the Educa- 
tion Directory published by the U.S. Office of Education, and the number 
of state, intrastate, and local associations is legion. All of these professional 
groups are conscious that there is power in numbers, and faculty members 
facing the facts of contemporary life realize that teachers will not get the 
attention and resources they want at the local, state, and national levels 
nor even a decent hearing about possibilities and needs, unless they can 
speak through organizations. Thus, a typical teacher belongs to a local, 
state, and national educational association or union and in addition usually 
a professional organization related to a specialty such as Industrial Arts, 
English, Reading, Curriculum, Child Development, and so on. Through these 
professional organizations the teacher has a way of getting into com- 
munication with, and influencing the course of events on the larger state 
and national scene as well as the local school district. 


An administrator dealing with a given faculty member then deals with 


20 Richard A, Gorton, Conflict, Controversy and Crisis in School Administration and 
Supervision (Dubuque, Iowa: Wm. C. Brown Company, 1972); Olive Banks, The 


Sociology of Education (New York: Schocken Books, 1968), Chapter 9; Laurence 
Iannaconne, “An Approach to the Informal Organization of the School,” in Behavorial 


Science & Educational Administration, Samuel E. Griffiths, Ed. (Chicago: University 
of Chicago Press, 1964), pp. 233-242, 
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a many-sided individual professionally. Disregarding the nonprofessional 
influence of the community, each teacher is a person influenced by the 
general educational organization, a specialty educational organization, a 
primary education group locally, and by individual professional concerns 
in the classroom. 

The strong development of professional organizations has led to the 
national movement of legalizing a professional association to negotiate for 
teachers. As teachers have gained strength and obtained a larger share in 
decision making, school administrators have found that they must ac- 
commodate themselves accordingly and alter their pattern of decision 
making. This is creating a re-examination of administrative and managerial 
rights and a re-evaluation of faculty participation in the decision making 
process. It is possible that the increasing power of teachers through col- 
lective negotiations could alter the entire concept of school administration. 
Certainly the process has violated numerous time-honored administrative 
principles and eroded away some normally accepted prerogatives of 


administrators. 


Education and Resource Networks 


In viewing the school and its communities a theory that holds strong 
promise for schools in their relation to communities is the resource network 
theory.*! This concept follows procedures recommended by typical school 
community relations experts whereby a network of various publics is 
identified to further support communications and relationships. Sarason 
and his colleagues place emphasis on the relations between the com- 
munity and its resources, including the school, but they add a very 
important ingredient. They add the planned exchange and bartering of 
resources as the key to establishing a productive network for action. Their 
study and reflections led to the conclusion that agencies must accept the 
fact of limited resources. To achieve goals under this limited resources 
concept would require the exchange of resources with others who had 
needed resources; this in turn would create a more satisfying sense of 
community. Agencies and institutions need each other and their resources 
in order to achieve their goals. Accepting this, they then establish a network 
of agencies that would mutually contribute to each other's resource needs 
through ideas and resource exchange. This sounds simple and it’s difficult 
to disagree with the idea but it isn’t that simple, mainly because each 
agency is thinking essentially of itself and the resources for it to achieve 
its goals. They don’t really comprehend that they can multiply their 


arason, et al., Human Services and Resource Networks (San 
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resources countless times by establishing a network with other agencies 
rather than getting money to do their own thing. To quote Sarason: 22 


The stance of the school is typical of all agencies: Additional resources are 
needed, but it requires money to obtain them or to be the basis of an 
exchange of resources. As a consequence, agencies spend a good deal of 
time trying to get more money, in effect competing with each other for 
these additional financial resources. And that stance makes it inordinately 
difficult, and in practice almost impossible, to do three related things: 
to confront (if only as a possibility) that resources are and will be limited; 
to examine critically the accepted relationship between problems and solu- 
tions; and to figure out possible ways in which agencies can learn to 
exchange resources in mutually beneficial ways and without finances being 
a prerequisite for discussion or the basis of exchange. 


Sarason in his study raises an issue that has bothered the authors for 
many years. Both have been administrators in a variety of educational 
levels. It seems any time something different or something extra needs to 
be done it can’t be done without more staff, more supplies and equipment, 
and therefore more money. It is the unusual situation when educators can 
say, “Look, we can’t have any more money—let’s figure out how we can 
solve this problem or accomplish a solution with the resources we have 
plus utilizing other resources within the community.” 

Most agencies as they see the need for more resources and attempt to 
get them cannot help but feel the sense of competition for funds. They 
feel alone and beleaguered rather than a part of a mutually supportive 
community family. The key, according to Sarason, is to forget new money 
and work as hard on working with fellow human agencies, to establish 
a network where resources can be bartered. “Let’s work together! How 
can we help you? How can you help us? Let’s exchange in a meaningful, 
efficient way.” 

One of the movements utilizing much of this 
school movement. The building principal is 
developing a community school. 


theory is the community 
a key to the leadership in 


The Community School ** 


A community school is a school with 
schools in that it attempts to involve 
munity as well as with children of scho 
point it accepts two major functions: 


a much broader vision than most 
itself fully with the entire com- 
ol age. With this expanded view- 


2 Ibid, p. 21. 
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First, it is responsible for the formal education of children and youth 
assigned to it but in performing this function it: 


1l. recognizes the educational process extends beyond the walls of the 
formally organized public school and works in close cooperation with 
other community agencies, institutions, and organizations in the develop- 
ment of its educational program; 

makes a special effort to develop and use the resources of the com- 
munity as a part of the educational facilities of the school; 

3. encourages parents and citizens to be partners in the education of 

children and establishes organized ways to involve them. 


bo 


Second, it accepts responsibility for serving as catalytic agent to provide 
the structure for the continuing education of adults and to rally the 
resources (people and institutions) of the community in an organized 
attempt to improve the welfare of people in the community. In performing 
this function it: 

1. believes the power of the educational process can be used to solve 
problems related to the needs and interest of that community by the 
appropriate use of available resources and through the encouragement 
of proper organizing and planning. 

accepts the philosophy that the schools belong to all the people and 
that as a nonpartisan, nonsectarian, classless agency it can serve as a 
common meeting place for the resolution of problems, many of which 


to 


may be highly controversial. 

accepts the idea that there is a growing need for life-long education 
in our society and the formally organized public school is the logical 
agency to provide the leadership in meeting this need. 

4. attempts to develop a faculty who has empathy and understanding 


for community participation and expertise in working with adults as 


well as children. 

Defined and described in this way, community education becomes almost 
an operational model of the resource network theory in that it provides 
a process for people in a community to assess their needs and existing 
, and meet those needs by sharing those resources in an efficient 
and effective manner to build a better school and a better community.** 

The heart of this model becomes the citizens who play a significant role 
in the decision-making process. The school is usually centrally located in 
a community and is often the largest tax-supported institution. The com- 
sol can serve as a focal point for many community resource 
agencies in providing client-centered programs. Com- 


resources. 


munity scho 
and human service 
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munity school programs should be identified by some sort of needs assess- 
ment, planned with citizen advisory council input, and implemented in the 
school that has the space as well as the human and physical resources. 
Remember that the school facilities belong to all of the people in the 
community. With this concept, people form a partnership with the educa- 
tional leaders in determining how their school 
will be used. 


The community school principal is an important person in the manage- 
ment of this broadened educational process and program. The principal 
is not only responsible for the instructional program for the usual school-age 
students in the attendance area, but also must encourage and facilitate 
educational growth and service Opportunities for all residents in the 
community. To provide these programs without the cooperation and direct 
participation of other agencies and experts in the community would not 
be reasonable nor cost effective. The principal must be a skillful manager 
in this operation. He or she must orchestrate the community and the 
school resources so that proper expertise and products are made available 
to clients/consumers in the community. There must be cooperative plan- 
ning that includes the administration, teachers, students, industrial and 
business persons, human service agencies, local government personnel, and 
citizens in general, The community school, as an open system with shared 
decision making, encourages the multi-agency or network approach. 

Through cooperation community-wide duplication of facilities, personnel, 
finances, equipment, supplies, and other goods and services can be avoided. 
In addition, community schools and the multi-agency approach enhance the 
total instructional program and provide additional opportunities for the 
school staff to know the whole child. With a better understanding of the 
child’s home and community environments, the teachers and administrators 
will have additional information to provide an appropriate instructional 
program for that child. 

To effectively manage a community school and facilit 
change, the principal must have a leadership orie 
action and participative decision making 
school that is open and receptive to commu 
type of person who can serve as 
plan and organize activities based 


as a community resource 


ate resource ex- 
ntation toward group 
and promote a climate in the 
nity input. He/she must be the 
a catalyst who can stimulate citizens to 
upon the needs of the community. The 
principal must work with all facets of the community to provide an 


atmosphere where the community feels welcome in its facility and a 
communication vehicle for a free flow of information. The role of the 
community school principal is a very special one and demands broad 
conceptual, technical, and human skills. Tradit: 
embrace this role op 


a twenty-four-hour job. But 
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The principal cannot be expected to administer and manage the com- 
munity school program alone. The principal should have an assistant to 
administer some of the daily functions in the school and a community 
education coordinator to assume responsibility for programming com- 
munity activities in the school during the afternoons, evenings, and weekends 
—beyond what would be considered the “normal” school hours. This 
person normally may be a school employee; however, he or she may be 
paid by a variety of financial sources (agencies) in the community. This 
is part of the sharing effort. 

We stressed in Chapter 1 how educators had often unconsciously created 
the myth that the school can lead the way to the good life for all society. 
The true community school does not fall into this trap. It does assume a 
pro active role in the improvement of society and the community but it 
realizes it can’t “go it alone.” The community school is based on cooperation 
and colleagueship. It attempts to serve as a catalyst. It attempts to identify, 
improve, and utilize leadership wherever it may be—in school or out. As 
an important public institution it says to the people, “This is your school. 
Use it as your community center. As educators let us work with you to 
identify important goals of our society, then let us work with you hand 


in hand to meet those goals.” 


Summary 


The school is a social system within several larger systems and in turn is 
composed of several social systems such as students, teachers, noninstruc- 
tional staff. The concept of community involvement within and between the 
school and its community is rapidly becoming lost. The principal is in a 
key position to help to turn this trend around. The development of a work- 
ing school government of, by, and for the people of the local school com- 
munity is a realistic approach to teaching citizenship in a participatory 
society. The local school can be more responsive to community and indi- 
vidual needs resulting from real input mechanisms if a degree of budget 
and program freedom is provided. The local school must become a more 
open social system if it is to realize its goal of serving the community 


that supports it. 


For Further Thought 


1. Discuss the relationship, if any, between these statements: “Citizenship 
can be taught effectively without providing participatory ‘citizenship’ 
to immature learners” and “We learn best by doing.” 
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. Do the schools with which you are famili 


. Review the extent of utilization of community 


- Is it really possible for modern-day schools to be an interactiv 
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. How may the principal maintain anticipatory awareness of changes in 


key subsystems that will affect the total system? 


. What advantages and disadvantages may be realized when administra- 


tors use opinion polls to find out what students and adults think of their 
schools? Give specific examples. 


- If a school is a good school, is a public relations program needed? Is 


the PR problem of a school comparable to the PR problem of a local 
business? Are the terms “school publicity,” 


“public relations program,” 
and “school communications” synonymous? 


. Should youth and their parents be encouraged to think of educational 


opportunity as a right, a privilege, or an obligation? 


ar give adequate attention to 


the major problems in our society about which the citizen should be 


informed? Discuss. 


resources in the teaching- 


ou propose a plan for increas- 
action in instructional activities? 


learning process of a typical school. Can y 
ing school-community inter 


e, respon- 
sive part of the community? Some educational experts claim we should 


move even more rapidly away from the provincial influence of the local 
community and strengthen the influence of the professional educator. 
Discuss. 

In a school with which you are familiar review the amount of active 
student participation in making curricular and co-curricul 
Is student involvement meaningful? Is there a r 
amount of involvement and the students’ 


ar decisions. 
elationship between the 
“feeling” for the school? 


Chapter 4 Theory, Research, Principles— 
A Basis for Action 


The “how-to-do-it” approach to the study of educational administration has 
been a popular mode of training, for the principal as well as the super- 
intendent. It is a simple formula: Ask the “old hand” (the outwardly suc- 
cessful principal) how does he/she do it or how did he/she do it. 

This approach to the study of school administration, called by some 
descriptive, has always been popular but it was the essential method of 
study and training for educational administrators through the thirties. 

Then, in the late thirties and early forties, as the teaching of educational 
administration became popular in major colleges and universities of the 
country, a few of the professors in the field began to realize there were few 
pat answers that could apply to all situations. Our society was ever changing. 
Each school organization was a dynamically different system consisting of 
different personalities and combinations of different people who were 
living in different communities with schools administered and operated by 
different executives with different styles. 

Confounding variables were nullifying the pat “how-to-do-it” answer. In 
the ensuing search for some universal verities that could give direction to 
administrative action, several professors of educational administration— 
notably Arthur B. Moehlman of the University of Michigan? and Paul Mort 
of Teachers College, Columbia University “-advanced the idea that al- 
though there are few pat answers there is a body of knowledge about our 
culture essentially derived from the literature of behavioral sciences. Prop- 
erly distilled, this knowledge could be combined with logically developed 
purposes of education to form principles to test the wisdom of administra- 
action. Both expressed the point of view that principles and the techni- 


tive 
are two mutually supporting approaches 


cal aspects of the administrative job 
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to studying administration and they presented their textual material in that 
mode. 

Moehlman’s and Mort’s books were used by the great majority of graduate 
schools throughout the country. Their principles approach was essentially 
functional in that they did gather into logical continuity many concepts of 
administrative action that had wide popular professional acceptance and 
others that were imperfectly organized. However, the roots of the principles 
were based in the culture and well grounded in the political, social, and 
economic disciplines. 

As the study of educational administration began to thrive and advanced 
training of principals and superintendents became more important, both 
the practitioner and the professor realized 
basis was needed to give direction to 
rapidly changing growin 
laden and gener: 
that did point t 
administration. 


an even more scientific, analytic 
administrative action. In the face of a 
g society the principles appeared to be too value 
al. However, they were developed from a theoretical base 
he direction to a new movement in the study of educational 


Enter the Theory Movement 


The theory movement in educational administration started in the fifties. 
The ground was prepared by professors such as Moehlman and Mort. The 
seeds were planted by the Cooperative Program in Educational Administra- 
tion.’ It was brought to flower by the National Conference of Professors of 
Educational Administration. It bore fruit under the leadership of the 
University Council of Educational Administration.® The study of the con- 
tribution of various people representing and working through these organi- 
zations is interesting but too long to be told here. The important point as far 
as school administration is c that through emphasis on research, 


i Glad ‘oncerned is 
interdisciplinary study (particularly the behavioral sciences) and hard com- 
parative analysis the study of educational administration began to move 


er the folklore and testimonial stage toward a more scientific and disci- 
plined base. 


5 University Council of Educati 
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of educational administration who can be considered researchers and 
theoreticians in their own right. However, a major contribution of these 
professors has been applying the knowledge, research, and theory from 
sociology, psychology, political science, business, and the military to the 
practice of educational administration. 


Administrative Theory 


Administrative theory may be defined in many ways. Much of the literature 
on theory in educational administration is devoted to arguments about its 
definition. We don’t want to join these arguments. We define theory as 
systematically organized information and knowledge with a series of as- 
sumptions or hypotheses devised to help analyze, predict, or otherwise 
explain the specific nature and/or behavior of people and their organization. 

Figure 4.1 presents a brief historical review of organization and manage- 
ment theory as contributed generally by behavioral scientists and thinkers 
over the years. As with many movements it is dangerous to divide it into 
specific thrusts and name particular contributors because so many people 
were involved and there is so much overlapping. Generally, however, 
through the years at least four major thrusts seem to emerge relative to the 
theory of management of people and their organizations: managerial effi- 
ciency, organizations as social systems, human relations, problem solving 


and decision theory. 


Managerial Efficiency 


The organization efficiency movement has been classified by a prominent 
labor leader as the movement that attempted to attain organizational 
goals without concern for means being used or people involved. If we 
were to accept that statement at its true value, Machiavelli could be con- 
sidered the true “father” of the movement. As it is Frederick W. Taylor 
is considered the “Father of Scientific Management.” ° Best known for his 
“time and motion studies,” he pioneered in the application of the scientific 
method to the problems of management. His recurring theme was that 
management was a true science based on clearly defined principles and 
laws. Even today Taylor’s ideas as revised and adopted by other students 
in the field form the basis for much of business and industries efficiency 


control procedures. 


6 William H. Roe, School Business Management (New York: McGraw-Hill, 1961), 


pp. 62-63. 
7 Frederick W. Taylor, Scientific Management (New York: Harper, 1911). 
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Ficure 4.1. Development of organization and management theory. 


Date Management Human Organization and Problem solving 
line efficiency relations social systems decision theory 
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e refinement of such well-known concepts as 
an of control, line and staff, scaler chain, delegation 
ority, power, and morale. Of course, one should not 
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8 Henri Fayol, Administration Industrielle et Generale, 


Translated by Constance 
Storrs, General and Industrial Management (London: Pitman 1949). 


- Urwick (Eds.), Papers on the Science of Admin- 
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the familiar acronym PODSCORB, (Planning, Organizing, Directing, Staff- 
ing, Coordinating, Reporting, and Budgeting). The Armed Forces ond the 
United States Government furthered the rationalization of the formal or- 
ganization process during and immediately following World War II. During 
this period, many who later became executives in business, industry, gov- 
ernment, and education went through Armed Forces and voveromente 
sponsored management training programs based on these concepts. 

Many authors are inclined to imply the scientific movement died out in 
the thirties and forties. The movement is still with us—alive and healthy 
but with the addition of the computer as its basic tool. Its approach has 
been somewhat diluted by the human relations movement but traces of 
Taylor, Fayol, Gulick, and Urwick can be found in research and theory of 
business, industry, and government. Practically every school of business 
administration requires the theory of scientific management as a basic core 
of knowledge. Even in the field of education *° it is not too difficult to trace 
the influence of these early pioneers to Management by Objectives (MBO) 
Program Planning and Budgeting Systems (PPBS), Program Eyaluätion 
and Review Techniques (PERT), Operations Research, Critical Path Plan- 


ning, Systems Analysis along with many of our evaluation and accountabil- 


ity procedures.* 


Organization and Social Systems 


Max Weber, a German sociologist, was one of the early students of organi- 
zations.!? He was concerned with the general unreliability of human judg- 
ment and therefore advocated the depersonalized organization. He created 
a theory of bureaucracy that encouraged large-scale organizations to for- 
malize and systematize their activities to the point of minimizing human 
error. Talcott Parsons studied Weber’s work and early in his career even 
translated some of his writings."* However, Talcott Parsons went well 
beyond Weber by putting people in systems. He developed a theory of 
social objects that covered a wide range of options. He contended action 
is a process occurring between two components of the system, the actor 
and the situation. He then established five sets of pattern variables as a 


10 For an interesting account of how the business and industrial efficiency model 
influenced educational administration, read Raymond E. Callahan, Education and the 
Cult of Efficiency (Chicago: University of Chicago Press, 1962). 

11 Many are inclined to class this as a separate movement often called the Systems 
Process Movement. There is some logic to this interpretation. Our approach is to 
consider computer systems as a continuation of the overall efficiency movement but 
to recognize that Social Systems theory and Human Relations theory had an impact 


on these developments. 
logy of Max Weber (New York: Random House, 1968). 


12 Julien Freund, The Socio 
18™Max Weber, The Theory of Social and Economic Organizations, translated by 


Talcott Parsons (New York: Free Press, 1974). 
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basis for classifying the action. Although Parson’s work ates begets 
troversial because it lacked a research base, he can be credited with s 
lating more intellectual sos ai one natu 
orary writer or theoretician. 
ie a i way, one should not overlook the contributions sea 
community studies made to the developing theories on organizations a 
social systems. These studies provided fascinating descriptions of forma 
and informal relationships of people in the community in addition to how 
power structures developed and how public schools and other public agen- 
cies were influenced by community leaders.1* 
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Ficure 4.2. Hierarchy of motivational needs. 
HIERARCHY OF MOTIVATIONAL NEEDS 


A.H. Maslow 


actualization 


Love, affection, & 
belongingness needs 


Physiological or survival needs 


Adapted from: Maslow’s Hierarchy of Needs, presented by Salenger Educational 
Media, 1635 Twelfth St., Santa Monica, CA 90404. 


McGregor’s Theory X and Theory Y attempted to explain certain motiva- 
tional factors that are important to the operation of an organization.” 
While one is the antithesis of the other, the acceptance of one or the other 
will certainly affect the way the administrator behaves in an organization. 

Theory X postulates that the average human being dislikes work and 
will avoid it if possible; thus, he must be controlled, directed, and im- 
plicitly or explicitly threatened so he will work to achieve the organiza- 
tion’s goals. 

Theory Y postulates the opposite in that work is satisfying; therefore, a 
person will direct and control himself if he is committed to an organiza- 
tion’s goals. The best rewards toward achieving commitment are self- 
actualization and ego satisfaction. 

J. W. Getzels and E. C. Guba are two social scientists who applied social 
systems research and theory development to the field of educational ad- 
ministration.” Their studies of role and personality as key factors in social 
behavior, power, and leadership are quoted widely in textbooks and made 


20 Douglas M. McGregor, The Human Side of Enterprise (New York: McGraw-Hill 


Book Company, 1960), pp. 35-57. 
21 J. W. Getzels and Egon C. Guba, “Social Behavior and the Administrative Pro- 


cess,” School Review, 65 (1957). 
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an important contribution to understanding the behavior of the school 
administrator.** ; f 

The study and theorizing of organizations as social systems continues at 
an even accelerated pace today.” But in the early sixties a new term 
“Organization development” began to appear with increasing frequency in 
the administrative theory literature.” Organizational development is a 
planned organization-wide effort by the central administration to increase 
the esprit de corps and effectiveness of the organization through particular 
inservice and development programs that utilize behavioral science knowl- 
edge. Beckhard identified important elements in operational development 
that seem to match much of the rationale established by the Educational 
Leaders Consortium for emphasizing administrative teams: (1) The basic 
unit for improvement emphasis is the team; (2) encourage trust and con- 
fidence by more communications and collaboration between and across 
levels of the organizations; (3) locate decision making at the new infor- 
mation source; (4) organization goals must be continually revised and 
adapted to units and subunits of the organizations and activities and con- 
trols flexibly adapted to these goals; (5) people affected by change must 
be allowed to plan and participate through the change process.?* 


Human Relations 


The human relations movement ushered in a consideration for people and 
their welfare as an important ingredient in the study of management and 
organization. Strangely enough, prior to the time this movement gained 
real strength (and unfortunately even today) an employee was too often 
considered only on the basis of his/her contribution to the organization. 
The person’s personal welfare along with external and internal motivations 
were largely overlooked. 

One of the early pioneers in the United States in helping to improve the 
lot of the worker was Lemuel Shattuck, who was instrumental in estab- 
lishing the American Statistical Society in 1839. Much later, William Mather 
and C. S. Meyers in England made strong contributions in researching 


working conditions and their relationship to productivity. Mather experi- 
mented with reducing the work week 


and Meyers directed a number of 


22 For further discussion on 


the school and community as social systems see Ch. 3. 
23 See Ch. 3 for some recent developments. 


2t Ralph B. Kimbrough and Michael Y. Nunnery, Educational Administration (New 
York: MacMillan, 1976), p. 129. 

25 See Richard Beckhard, Organization Development: Strategies and Models 
Mass.: Addison-Wesley, 1969); Freemont E. Kast and James Rosenzweig, Organization 
and Management: A Systems Approach (New York: McGraw-Hill, 1974); Wendell L. 
French and Cecil H. Bell, Jr., Organization Development (Englewood Cliffs, N.J.: 
Prentice-Hall, 1973); Robert R. BI 


( Reading, 


ake and Jane S. Moulton, The Managerial Grid 
(Houston, Texas: Gulf, 1964). 
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research studies on worker fatigue and general welfare through the Na- 
tional Institute of Industrial Psychology established in 1921.?° 37 28 

Mary Parker Follett was one of the first to theorize human relations as 
a key ingredient in administration and management. She believed develop- 
ing and maintaining dynamic and harmonious relationships within an or- 
ganization were fundamental to the success of that organization. Further, 
she considered conflict and controversy normal and properly directed 
should be accepted as a “process by which socially valuable differences 
register themselves for all concerned.” 2° Actually, Ms. Follett’s early writ- 
ings had little impact on the times. Today they are considered classics by 
many students in the field.” 

It was not until the late thirties that the studies by Mayo, Whitehead, 
Roethlisberger, and others helped conceptualize human relations as an 
important theory to be considered. As a result of these studies people be- 
came really important in management. Known as the Hawthorne Studies, 
or as the Western Electric Experiment, the studies showed the necessity 
for the development of a new and more disciplined approach to work 
motivation and dealing with people in the organization. 

The major report of the results came out in 1939 in Roethlisberger’s and 
Dickson’s Management and the Worker. Other books based on the Haw- 


thorne studies are Human Problems of an Industrial Civilization,” The 


Industrial Worker,” and Management and Morale.** 

The implications drawn from the Hawthorne studies were enlarged and 
promoted by a great variety of researchers and scholars. A number of the 
studies on human motivation had strong human relations ties even though 
they were conducted by social scientists focusing on organizations in social 


systems. 
In the thirties the main thrust of the human relations movement was 


centered at the University of Iowa, where Kurt Lewin was experimenting 


26 William G. Monahan, Theoretical Dimensions of Educational Administration (New 
York: MacMillan Publishing Company, Inc., 1975). 

27 Bertram Gross, The Managing of Organizations, 
Company, Inc., 1964). 

28 Roe, op. cit., PP- 42-43. 

29 Mary Parker Follett, Creative Experience (London: Longmans and Green, 1924), 
p. 300. 
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with and developing interesting psychological theories on leadership and 
human behavior. These theories attracted an almost fanatical following of 
both theorists and practitioners devoted to group dynamics and human 
relations. One major focus of the movement was through the National 
Training Laboratories at Bethel, Maine, established in 1947. This labora- 
tory’s major role was experimentation with human interaction individually 
and in groups along with the development of technique that could be 
used in the training of individuals in group dynamics. The laboratory soon 
became very popular as a source of training for leaders in business, in- 
dustry, and education through T-groups, encounter groups, and similar 
sensitivity-training sessions. Contributors to this movement are too numer- 
ous to mention here.” It suffices to say that the movement ushered in an 
important alternative to the traditional notion of authority from the top 
to the bottom. Its unabashed emphasis was on the importance of people 
within organizations and their relationships individually and collectively. 
This was expressed both theoretically and operationally through such terms 
as (1) shared decision making, (2) group authority, (3) collegiality, 
(4) democratic leadership, (5) participating leadership, (6) morale, (7) 
shared authority, (8) group dynamics, (9) group interaction. 


Problem Solving and Decision Theory 


Because much of the job of the principal is involved with problem solving 
and decision making, theory relative to the area is extremely important.** 
The generally recognized steps of problem solving are: 


1. Awareness of and identification of the problem. 

2. Definition and limitation of the problem in terms of the goals of the 
enterprise. 

3. Determination of who should be involved in the problem-solving process 
and how. 

4. Collection of appropriate data specific to the problem. 

5. Formulation and selection of possible solutions. 

6. Prediction of consequences of possible solutions. 

7. Identification of preferred solution with rationale for selection. (Also 
identify alternative solutions in priority order.) 

8. Putting the preferred solution into effect. 

9. Establishing evaluative process for determining success,*? 


35 Leland Bradford, Jack R. Gibb and Kenneth Benne (Eds.), T-Group Theory and 
Laboratory Method (New York: Wiley, 1964). 


3° A problem may be simply defined as a state of affairs that creates dissatisfaction 
in an organization. A decision is that action that is taken to resolve that dissatisfaction. 
37 The steps in problem solving have been discussed so widely in the general litera- 
ture that it is impossible to credit specific authors to these steps. Although not clearly 
identified as such, Fredrick Taylor and Henry L. Gantt used these steps as the basis 
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Chester Barnard was one of the first to theorize relative to the decision- 
making process.** He is most perceptive in his observation that often the 
executive will create unnecessary problems by attempting to solve a prob- 
lem or make a decision inappropriately. He proposed that there is a fine 
art in decision making that consists of (1) not deciding questions not now 
pertinent, (2) not deciding prematurely, (3) not making decisions that 
can’t be effectuated, (4) not making decisions others should make. 

S. J. Bross’s contribution to decision-making theory within social systems 
was to observe that people within organizations and subsystems of organi- 
zations are affected by varying degrees (positively and negatively) by a 
particular decision. One of the administrator’s responsibilities in relation 
to decision making is to identify the various individuals and groups af- 
a decision and to analyze the intensity of their feelings on the 
basis of whether the decision is favorable or unfavorable to them. Appro- 
priately the effective administrator will stand ready to make necessary 
adjustments based on group feelings when a decision is put into effect.*? 

Herbert A. Simon theorized that decision making is the heart of adminis- 
n° The task of deciding is truly as important as the task of doing; 
anization must be established that insure correct 


fected by 


tratio. 
therefore, principles of org 


decision-making processes.** 
All people in the organization make decisions of one type or another; 


thus, there should be horizontal specialization in decision making as well 
as vertical specialization. Simon advocated that regular routinized channels 
be identified for arriving at decisions no matter their source in the organiza- 
tional hierarchy. These would be called programmed decisions and he 
attempted to develop these as part of a management science. 

March and Simon identified problems or breakdowns in the standard 
decision-making process as creating “conflict.” * This breakdown causes an 
individual or group to experience difficulty in selecting action alternatives. 
Conflict management is an important area of inquiry in the management 
field. It is definitely related to decision making and how different goals 
and purposes will affect the type of decision of an organization—indeed, 
how the decision of an organization can affect the outside environment.** 


nt of scientific management techniques. Several in educational 
advanced theoretical knowledge in this area, including Daniel E. 
Criffiths’s “Administration Is Decision Making” and John K. Hemphill’s “Administration 
as Problem Solving,” both chapters in Andrew_ W. Halpin (Ed.), Administrative 
Theory in Education (New York: Macmillan, 1967) and Daniel L. Stuffelbeam et al., 
Educational Evaluation and Decision Making (Itasca, Ill.: Peacock, 1971). 

38 Be 1, op. cit, p. 194. 

30 Fan Bross Design For Decision (New York: Macmillan, 1953). 

40 Herbert À. Simon, Administrative Behavior (New York: Macmillan, 1950). 

41 Herbert A. Simon, The New Science of Management Decisions (New York: 
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42 James G. March and Herbert A. Simon, Organizations (New York: Wiley, 1958). 

13 Chris Argyris, Personality and Organizations (New York: Harper, 1957). 
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The use of quantitative techniques in the field of decision making has 
become a productive area of theoretical inquiry. As scientists are becoming 
more sophisticated in the use of the computer, with the possibility for 
storage, mix, comparison, and retrieval of data almost unlimited, the pos- 


sibility of its use in organization, management, and administration are just 
beginning to be realized.*# 


Research and Theory 


as good or better a source of 
f. However, variables relating 
n applied to a school situation 


very little solid long-term research has been conducted that 
applies specifically to organization and administration of schools. Reviewing 
research activity in educational administration one is elated to find excel- 
lent elementary research (theoretical, experime 
sented by doctoral dissertati 
one is deflated when further investigation reveals very little continuation 
of this research by the doctoral recipients and almost 
long-term research by the educational administratio 
considering the application of industrial- and business-focused theory and 
research to the school one must be very conscious of the difference between 
the school as an organization and the business, industrial,’ or military 
Organization. In attempting to fit schools into the organizational framework 
of business and industry one fails to account for what is special about 
educational organizations. Actually there is no organization like the public 
school.** Although the school has certain aspects in common with many 
other bureaucratic Organizations, it should be observed that in the school 
the bureaucracy exists essentially in central administration, A school district 
does have a definition of staff roles, a hierarchial ordering of offices. It 


no follow-up and/or 
n professor.** When 
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operates by specific rules, procedures, and schedules but the main bureau- 
cracy and hierarchy are in the central office whereas the controlled sched- 
ules and procedures in the local schools themselves are really mechanisms 
for coordinating large groups of people and directing them in classrooms. 
They are not really in control of the classroom itself where the primary 
action of the school, teaching, and learning take place. Viewed in this way 
the school is a coordinated system of diverse forms of organization.’ The 
true activity of the school is to teach and to learn. These activities take 
place in the classroom. Here the teacher is the decision maker and all 
forms of subcultures, including the student subculture, has almost as much 
effect on the operation as the central administration. 

In the nonprofessionally staffed organization it is accepted that the 
administrative hierarchy dominates the direction of operation. Constant 
supervision is exercised to assure precise implementation of operational 
procedures. In the school situation the teacher is the key executive in the 
classroom. Direct supervision seldom takes place or at most, two or three 
times a year. Therefore, control at the most important level of operation 


is almost impossible to realize. 


Theory—A Guide to Action? 


The preceding brief review of the development of organization and manage- 
ment theory should not give the impression there is a solid body of theory 
that can be applied by the school principal in the operation of his/her 
school. Such is not the case. Rather, what have been described are devel- 
oping theories that warrant study and consideration by the practitioner. 

The theory movement has done much to make the study of educational 
administration more scientific and disciplined but contrary to expectations 
a theory or set of theories did not emerge that could provide overall 
direction to administrative action. Professors were expecting too much of 
theory. It became an “in” concept associated with everything studied for 
over fifteen years. Gradually, however, the educational administration pro- 
fessor is becoming disappointed and is at a loss when an advocated theory 
does not stand up in replication studies and when clear relationships to 
educational practice cannot be shown. They had made a mistake by their 
failure to differentiate between the use of theory as a guide to action and 
use of theory as a tool of research. In the latter use, theory is imperative; 
in the former, it is an adjunct. 

But what has this got to do with the school principal? If there is not 
a theory to provide a basis for action what is its use? Although theory 
admittedly has been oversold it still can be very useful for the administrator. 


47 Rodney Riffel, “The Paradoxical Nature of Educational Organization,” Research 
Bulletin, Horace-Mann Lincoln Institute, Vol. 17, No. 1 (May, 1977). 
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The principal can compare himself/herself with the teacher as he/she 
faces twenty-five to thirty children in class and is faced with developing 
a teaching strategy that will permit the best conditions for learning. There 
are hundreds of learning theories that have been developed over the years 
by outstanding theoreticians and researchers, but few teachers will say, 
I accept completely this theory or that theory, and teach accordingly. 
Instead, the outstanding teacher tries any and all theories under a great 
variety of circumstances depending upon the students, personal style, 
experience, and the situation at that particular time. The same pattern can 
be followed by the school principal as he/she operates within the school. 
As a problem arises he/she will diagnose the situation, and then prescribe 


a course of action based upon knowledge of theory, research, values, and . 
experience and then operate accordingly. 


Should a Principal Have Principles? 
As professors of educational a 


search for theories very little 
identification of principles (a 


dministration became more immersed in the 
consideration was given to furthering the 


s developed by Mochlman and Mort) as 
guides to administrative action. In some cases they were merely forgotten 


because of preoccupation with theory. Others discarded them with the 
thought they were outmoded and too value laden. 


We think this was a mistake. We think there is a pl 
for principals. Like practically everything else in our wo 
become outdated and they do have a cultural bias, but if one recognizes 
this and adjusts accordingly they will provide a consistent framework for 
action. We agree with Moehlman and Mort, there are value concepts 
generally agreed upon in our society that can be recognized as principles; 
there are logical purposes and procedures based upon educational philos- 
ophy and legal precedent that can be recognized as principles; and that 
there are practices that have been so thoroughly tested that they can be 
recognized as principles, 

In addition, we believe each principal who becomes a student of his/her 
“art and craft” can develop his/her own personal administr. 
that are based upon personal experience, values, style, and knowledge of 
the field. These principles accepted by the principal provide him/her and 
the school with a consistency of action that in a sense makes up his/her 
administrative style. 


The outstanding principal, then 
organization, and of man 


ace for principles 
rld principles can 


ative principles 


» is one who is a student of people, of ` 


agement. Through his/her knowledge of research 
and theory in these fields; through his/her understanding of himself or 
herself, values, skills, and experience, and through the acceptance of certain 
principles he/she develops a mode of action and guide on which to operate. 
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Know thyself ————> Know the theory —> Know the research —————> Know the policy or law ———> 


Know the school ——> Know the community —> Reflect on experience —» Develop a principle of operation 


Diagnose ———> Prescribe ———> Treat ——> Evaluate 


Principles—For Example 


The following are examples of principles we believe can be accepted 
logically as a guide to administrative action. As one analyzes each principle 
one can see in varying degrees the influence of culture, political and edu- 
cational philosophy, educational practice, and legal opinion. We believe 
there is enough universality in these principles at this time in our culture 
that they can have specific application to.practice. We agree they can be 
outdated as our society changes; however, this does not decrease their 


value for here and now.** 


1. There can be no invisible citizens. A child of four is just as much a 
citizen as a man or woman of thirty or ninety-three. Certainly the 
student in school is of an age where we should be particularly scrupulous 
in protection of constitutional freedoms. Care must be taken that we 
do not unconsciously teach youth to discount important principles of 
our government as mere platitudes. 

2. The process of education extends beyond the walls of the formally 
organized classroom. Important learning takes place within the school 
community as within the classroom itself and every effort must be made 
to make this learning positive, effective, and productive. 

3. The influences of forces outside of the school are so important that 
close cooperation with other agencies, institutions, and organizations is 
essential to the development of a sound educational program. 

4, The American public school reflects the cultural milieu of which it is a 
part. It is responsible not only for conserving the useful past but also 
preparing the way for progress and change. A public institution especially 
must be attentive to the wishes of all people. However, because it cannot 
hope to please all people it will always be subject to criticisms. 

5. The goals, objectives, and roles of the school must be effectively com- 
municated to the various social systems of which it is a part. Those in 
responsibility must stand ready to work with these social systems to 
revise and adapt these goals, roles, and objectives to changing times. 

6. Those affected by administrative action should be involved in the 
development of policy relative to action taken. Involvement will depend 
on the sophistication of the staff and upon varying circumstances. 


48 Other principles may be found listed throughout the book. 
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7. Policy should be in a state of continuous development and revision. 
Instead of operating on a visceral base from conflict to conflict, the 
administrative leader must be sensitive to changes in our social system 
that might require new policy or revision of policy. 

8. The chief administrator and staff are responsible (in varying degrees) 


to and for all social systems and power elements that are a part of the 
institution. 


For Further Thought 


1. Utilizing human relations theory and the theory of social systems, make 
a case both for and against the principals’ associations joining the educa- 

tional leaders consortium. 

In recent years some of the luster of the Hawthorne studies has been 

tarnished by the so-called “Hawthorne Effect.” What is this? Could 

this be developed into a theory that might be important to the admin- 

istrator? Discuss. 


Chester Barnard in his book The Functions of the Executive 


asserts that 
many administrators create unnecessary problems through the decision- 
making process. Identif 


y what he calls the fine art of decision making. 
Can this be developed 


into a theory or principle of administration? 
4. What is the difference between theory of administration 


of administration? Is it possible the failure to operationally define these 
terms creates confusion in our study of administration? 

Through the process of systems analysis prove or disprove there is no 
organization quite like the public school. What implication does this 
have for the theory propounded by the educational administration 
professor that is essentially derived from business, industry, and gov- 
ernment? 

Review the principles propounded by Arthur B. Moehlm 


Mort. How many are appropriate today? What causes so 
to appear outdated? 


and principles 


an or Paul 
me of them 


Chapter 5 Organization 


Our system of public schools is different from those developed in other 
countries of the world. In the United States education is a state function 
not a national function. This philosophy, accepted by the men who shaped 
our Constitution, embedded in the constitutions of the states, and reinforced 
by court decision, has resulted in a nation with fifty different state school 
systems. Still further differences arise because the legislatures of practically 
all states have delegated the operation of schools to the local communities.* 
Thus, while all systems are not exactly alike, all have much in common. 
All twelve-grade school districts have a top administrative officer, usually 
known as the superintendent; all have some type of board of education 
or local administrative board; all schools have principals or head teachers; 
all school systems have some federal funding as well as state and local 
funds. Besides, all states have recognizable patterns of local school orga- 
nization and school curricula; all work under certain minimum standards; 
and all attempt to provide a minimum of twelve years of schooling. These 
similarities exist because the educator-statesman has observed the develop- 
ments and inventions of the systems around him/her and has adapted or 
used in his/her own system the good ideas of his/her neighbor.’ 

Even though this exchange of ideas has produced similarities in school 
patterns, little objective study has been undertaken to determine the best 
way to organize a school district within a given situation. Very little indeed 
has been done as far as the administration and management functions of 
a school are concerned. What services, controls, and powers should be 
provided? How should they be related to the instructional program, and 
how should each be organized to carry out its particular function? Opinions 
and practices vary widely. Among other phenomena; e.g., sensitivity to 


have state systems in the strict sense; an exception would be 
degree, Alaska, Delaware, and Nevada. 

to Improve Learning” expands on some of the universal 
f the United States. 


1 Few of our states 
Hawaii, and to some 
2Ch. 9, “Organizing 
similarities in school systems © 
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tace, poverty, humanism, the phenomenal growth of cities and suburban 
g : . 
fringe areas has revealed the inconsistencies and focused attention on an 


a :“...an organization 
is a social system that has an unequivocal collective identity, an exact 


roster of members, a program of activity, and procedures for replacing 
members.” 3 


Caplow further clarifies this definition by giving certain illustrations: 


By the definition given at the outset 
a criminal gang, a platoon or regim 
missioners, a government department, 


» a steel company, a bridge club, a 
» a college sorority, and a band of ter- 
other in certain significant wayi for 
to an outside threat by increased soli- 


nearby organizations of the 
It is also necessary for the 


conservatives” ( 
considered to 
interaction, 


ary individuals and pairs ano 
y do not display a networ 


clique or a crowd may 
collective identity P a program. It also happens, although rarely, 
that an organizati t 


-4 
al group as its successor. 
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seeing that they are done has been fixed upon competent shoulders; and 
decisions are made by the most qualified members of the staff. In an 
effective organization things get done speedily and well. In an ineffective 
organization the unimportant things tend to get done and important ones 
tend to be slurred over and neglected; the decision-making process is 
carried out in a halting and often irresolute fashion; and eventually the 
constituted authorities may be bypassed and decisions made in obscurity 
by a power system that has taken over without a lawful assignment of 
responsibility.” 

William H. Newman in his excellent book on administrative action uses 
an architectural analogy when he likens the haphazardly organized unit 
to the old New England farmhouse that grew without any general plan.* 
The first two or three rooms were constructed when the family was small 
and money was scarce. Then, as the family grew, a room was added here 
and a wing there until the house became a sprawling ill-matched structure, 
with foundations, floors, and walls bearing little relationship to one another 
except for their physical proximity. Too often the organizational structure 
of today’s school system follows this same pattern of topsy-turvy-like growth, 


Designing an Organizational Structure 


Organizational structure deals with the overall organizational arrangements 
in an enterprise. It establishes human and material relationships consistent 
with the objectives and resources of the organization and harmonizes 
activities through strategically placed executive officers who can facilitate 
administrative details. The organizational setup should take into account 
the benefits of specialization, the limitations of functional status authority, 
the problems of communications, and the need for stimulation and leader- 
ship. Above all, it should provide proper balance so that personal relations 
are harmonious and satisfying. 

A pattern of organization sets the bounds of action of particular indi- 
viduals and groups; it outlines the way they work and provides them with 
a base or framework within which to work. We must emphasize, however, 
that organizational structure is a pencil-and-paper affair but its actual 
operation is a matter of human relationships. A pattern of operation is in 
reality but a basic theory of personal relationships within an organization. 
Thus, because they deal with people, both organization and operation must 


6 Some claim that teachers’ associations and unions have tended to foster ineffective 
school organization by usurping some of the normal decision-making prerogatives of 
the school administrator. The authors would contend that poor organization and 
ineffective operation often cause unions and educational associations to force decisions 


on school systems. 
7 William H. Newman, Administrative Action (Englewood Cliffs, N.J.: Prentice-Hall, 


Inc., 1953), pp. 278-279. 
8 Jay Galbraith, Organization Design (Reading, Mass.: Addison-Wesley, 1977). 
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be flexible and adaptable and not absolutes. This is most important in a 
school system. Any school organization that institutionalizes its working 
relationships, rigidly stratifies its personnel, and develops a stolid hierarchi- 
cal form of control without allowing the full reservoir of abilities of the 
staff to be utilized will fail to reach its full potential. By the same token, 
because public school systems belong to the citizenry at large they must 
be sensitive and responsive to the public need. 


Begin with the Objectives ° 


In designing an organizational structure, one logically starts with the goals 
and objectives of the enterprise. These must be planned and with minor 
modifications accepted as constants at any given moment. How should 
people and responsibilities be grouped to function best? What organization 
and structure will best utilize personnel to focus upon the objectives? It 
is not possible to prescribe a precise formula appropriate for all school 
districts. Many conditions within a state or local community affect the 
character of the organizational structure. These conditions may be (1) 
custom, tradition, and local cultural patterns; (2) constitutional provisions; 
(3) the degree to which statutes define the authority and responsibility 
of school districts or schools within the districts; (4) the way courts have 


interpreted the constitution and the statutes; (5) the number, competencies, 


and abilities of personnel; (6) finances available for operation; (7) educa- 


tional needs in the state and community; and ( 
education to the people of the community. 


Some of these conditions may be altered, but American education, because 
of its closeness to the people, demands an organization flexible and adapt- 
able enough to fit local conditions.° Therefore, although structures and 
patterns of organization and the way they operate will be different, basic 
principles that guide their adoption should be followed. As Mooney " 
so aptly put it, “Organization is an art and as such, it must have its 
technique, based on principles. That the great organizers of history applied 


the principles unconsciously proves only that their technique was inherent 
in their genius.” 


8) the importance of 


The following principles are suggested as guides to the development 
of proper organizational structure for schools: 


Principles of Organization 


1. The value of all organizational forms, agents 
should be based upon their contributi 
tives of education. 


, agencies, and practices 
on to the achievement and objec- 


®Jay Galbraith, op. cit. 
10 H. Peter Drachler and Bernard Welpert, “Conceptual Dimensions and Boundaries 
of Participation in Organizations,” Administrative Science Quarterly, March, 1978. 

11 James D. Mooney, The Principles of Organization (New York: Harper and 
Brothers, 1939), pp. 2-4. 
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po 


The plan of organization should help obtain and hold the most able 

leadership and stimulate leadership activities. 

3. The organization should provide for the division of the total work into 
related parts that will ensure the most effective utilization of the 
services of available personnel. 

4. The organization should attract and retain the most competent personnel 
by providing, insofar as is possible, conditions under which they can 
do their best work. 

5. The school should be so organized, that unity and teamwork are 
emphasized through the effective coordination of the efforts of all 
educational agencies toward fulfillment of the objectives of educa- 
tion. 

6. The organizational structure should be as simple as possible, consistent 
with the need to coordinate the work of the school. 

7. Each unit in the structure should have a clear definition of its functions 
and of the authority and responsibilities of the individuals comprising 
the unit. Everyone should participate in the exercise of authority, com- 
mensurate with his/her responsibilities and without confusion or 
duplication. 

8. An individual should clearly understand to whom he or she is respon- 
sible for the performance of particular functions.’* Moreover, final 
authority should be clearly vested. Whenever authority is vested in 
a group, the group should have a single executive officer who is 
responsible for the execution of group decisions. 

9. The number of persons directly responsible to an individual should 
not be greater than can be coordinated effectively. Activities should 
be grouped into the smallest feasible number of units without creating 
an inflexible administrative hierarchy. 

10. The organization of the school should reflect the complete service of- 
fering in education. It should be possible to identify easily the various 
activities both individually and in relation to broader areas. 

11. All personnel within the school should feel that they belong to an 
identifiable group and have a definite home base. Administrative units 
within the school should have similar and compatible groupings so 
that subgroups within the units have real group identity. 

12. While the organization must have a basic stability it should have a 

built-in flexibility with sensitivity for the need to change so that it can 


adjust easily and adapt itself to the future. 


is that a person should be responsible to 

been compared to the Biblical quotation, 

á no reason why a person cannot serve 
man cannot serve ‘ > h 

ee administrators si it i whom one is responsible for a particular 

function and there are clearly s n lines of communication between those 
~i See Ch. 8 for further discussion of this principle. 


to whom he/she is responsible. 


12 An oft-repeated 
only one administrati 
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Principles of Operation of a School Organization 


An organization itself is sterile and lifeless until it is in operation. Thus, 


operational principles are as important to success as is the organizational 
structure itself. 


1. A school cannot exceed effectively the restrictions placed upon it by 
the popular understanding of its function. A low degree of public 
confidence and understanding will limit the effectiveness of the school. 

2. The importance of education demands that it be protected from inter- 
ruption by vagaries of partisan politics,’ 

3. The educational process is so complex that it can only be carried out 
through a number of institutions, agencies, and activities. Cooperation, 

coordination, and unification of educational and social agencies are 
essential activities of any school. 

. An effective organization will emphasize and constantly utilize in proper 
balance the constituent elements of administrative activities: 
ning, (b) organizing, (c) staffing, (d) leadership, ( 
interpretation, (f) evaluation and appraisal. 

5. Persons affected by policies, both within and outside the organizational 

structure, should have a part in shaping those policies. The level of 


democratic action at any time depends upon the competence and 
conscience of the individual involved. 


. The aim of administration is to facilitate le 
process. Administrative personnel should p 
ing instruction and should see that the m 
necessary time, sufficient materials 
the performance of their functions. 

. To achieve excellence, staf members must be 
selves of opportunities to make significant contributions locally, na- 
tionally, and internationally. The prominence of a school will be 
measured by the kind of job it does and by the achievements of its 
personnel as they work individually and cooperatively. 

- A school organization should have enough flexibility and adaptability 
to handle newly developing needs. Its structure, policies, and programs 
should be subject to continuous evaluation. However, there should be 
sufficient continuity of organization and program to provide the neces- 
sary feeling of security for both the staff and the public at large. 

- A major purpose of the school is to help preserve the benefits of our 
present culture and pass on the accumulated knowledge of the past. 
At the same time it has a basic responsibility to exert leadership in 


(a) plan- 
e) communication/ 


arning and the instructional 
rovide leadership in improv- 
embers of the staff have the 
, and proper working conditions for 


allowed to avail them- 


13 Much has been writte 


n in recent years on the politics in education and the 
politics of education. While politics is a part of daily life and one of the realities of 
our national life, schools specifically and education generally should be protec’ 
the polarization and party-line ac 


ted from 
tion that characterizes so much of partisan 


politics. 


ORGANIZATION 15 


the overall improvement of our society. This requires a certain amount 
of risk-taking and courage in propounding causes that may not alw 
be the most popular. ae 
10. Goals and objectives of the school organization should be jointly 
developed by the constituent elements of that organization and processes 
established for their periodic review and revision. Administrative and 
are responsible for keeping all members of that 
aware of these goals and objectives. 
ll. The school organization should have easy access channels for com- 
munications and feedback so that each subunit of the organization 
react to its relationships with other subunits and the 


supervisory personnel 
organization continuously 


may formally 
central administration. 


Major Administrative Divisions of School Systems 

a school system is actually a translation of its purposes 
principles, and activities into a structural administrative plan; thus, it a 
realistically developed by listing all the work that is and should be accom- 
plished and then grouping these activities into related areas. How definitive 
the grouping is or how many categories are accepted as major areas of work 
makes the difference in the pattern. 

Probably the classical model of school organization today is that school 
district that divides itself administratively into three major functions: (1) 
educational services, (3) business management. Instruction 
deals with the teaching process itself in each local school and includes the 
certified personnel who teach, and the consultants and specialists who help 
with the specific teaching function. Educational services are provided by 
people trained in the field of education who assist the teachers directly 
through specialized professional services. These include media utilization, 
guidance and counseling, physical and psychological services, child ac- 

visiting teacher services, and research. Business 


counting and attendance, SN 
the organization that serves the other two 


management is that phase of à 
functions in a facilitating and supporting role. It may be simply defined 


as that part of school administration dealing with the management of 
finances, facilities. and similar noneducational services necessary for the 
operation of a school system. J 

In the past there has peen no universally accepted pattern of organization 
for these functions. One may study schools throughout the nation and find 
very conceivable type of organization, including those with multiple 
é ves; top-heavy, highly departmentalized structures; or the 
f organization that deemphasizes the administrative 


The organization of 


instruction, (2) 


almost € 
and dual executi 
simplest unit type © 
hierarchy. i 
Present studies show, however, that there is a growing national accep- 
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Ficure 5.1. A typical line-and-staff organization adapted along functional 
lines to emphasize that the administration staff and all personnel must work 
as a team to improve the instructional process. 


Board of Education 


Asst. 


upt. 
Business Affairs 


tance of the administrative philosophy that organization should be so 
arranged that instruction is highlighted as the key activity of the school 
system, with all other activities placed in an auxiliary or facilitating role. 
This has led most administrative theorists to advocate a unit type of 
control with centralization of all administrative activities under the leader- 
ship of one administrator who is a professional educator and who serves 
as the chief executive to the board of education. Figure 5.1 illustrates an 
organizational pattern of this type in its simplest functional sense. 
Studying the historical development of this type of organization in our 
schools and observing that the unit type of executive with its perfect 
pyramid is a rather recent development in today’s schools, one would 
assume that this type of organization is a modern device." Actually it is 
not. Theodore Caplow shows that the concept it represents is very ancient 
by citing examples from the Old Testament (Exodus XVIII: 14-22), the 
ancient Chinese empire under the Tsin and Han dynasties, following 
through the Roman republic, the Venetian State, the Prussian Civil Service 
under Frederick William I, The U.S. military structure and finally up to 
the present industrial and business organizational patterns.’® Although 


14 See William H. Roe, School Business Management, op. cit., p. 29. In 1926 it was 
reported that the majority of public schools of 25,000 or more had a dual or multiple- 
type executive. While in 1958 Roe reported that 79 per cent of these schools had a 
single executive with all administrative officers reporting directly to the superintendent, 
today it is estimated that 90 per cent of the schools have a single executive. 

18 Theodore Caplow, Principles of Organization, op. cit, pp. 50-56. 
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generally popularized by Max Weber and Talcott Parsons ** in the early 
1940s neither the pyramid type of organization nor the complicated flat 
line and staff organization is a modern invention. 


The Impersonal and Unresponsive Organization 


While the various organizational structures of our schools today may have 
some inherent and sacred values because of long and established use, they 
certainly cannot be retained on the basis that they are a modern adaptation 
to present-day society. 

There is no national or state requirement that school organizations be 
the same, although a study of school districts throughout the country will 
milarities than differences. Each emphasizes the pyramid 
as one studies the typical line and staff chart it may 
be observed each places its greatest administrative emphasis at the top 
of the pyramid structure with the local elementary, middle, and secondary 
school unit essentially lost in the maze of administrative and organizational 


lines. 

Big cities 
too impersona 
The bureaucracy that has de 


reveal more si 
type of approach and 


are beginning to realize that this organization is becoming 
l and unresponsive as far as local schools are concerned. 
veloped too often leaves the local parent with 
the feeling that they can have little or no impact on the school that their 
child attends. Rather than being advocates of the schools as in the past, 
when they were so much a part of them, the parents become adversaries 
who criticize and take a negative approach to the school practices that are 
being tried because they know so little about them. 

The rapid growth and complexity of communities with accompanying 
growth and complexity of school districts in the twentieth century make it 
impossible for schools to remain as close and responsive as they were in 
the eighteenth and nineteenth centuries. The feeling of actually belonging, 
participating, being a co-partner with the school is rapidly disappearing. 
The intimate community spirit is becoming lost with the rapid growth of 
schools in the megalopolis and in the organization of the sprawling rural- 
suburban consolidated district. These larger districts have tended to develop 
into mechanized professional organizations that are highly bureaucratic. 
Many people are inclined to resent the growth, centralization, and re- 
organization that has taken place in schools and propose that we go back 
to the “good old days” of the small neighborhood district. There is no 
doubt that educational opportunity and educational process has been 
improved by consolidating into larger educational units; however, in plan- 


neory of Social and Economic Organization, Translated by 


NR The Th 
16 Max Weber. th : Free Press, 1947). 


Talcott Parsons (New York 
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ning the educational unit there was not invented or established a realistic 
organized way to keep parents and citizens intimately associated with the 
schools. It can truly be said, the schools have kept pace with change 
technically but not organizationally as far as close relationships to their 
publics are concerned. 


The Cult of Efficiency 


Democratic competence is not an inheritance that is simply passed on in 
toto from one generation to another. There are adaptations and adjustments 
that must be made by each succeeding generation, for a democracy by 
its very nature is dynamic, changing day by day, week by week, month by 
month. Thus, the procedures and processes of democracy to be effective 
must be adapted to the future. To teach democratic competence to each 
succeeding generation and to help them to adapt to change is one of the 
major objectives of American education. The public schools and the com- 
munity itself form the real laboratories where lessons appropriate to the 
present and future can be developed. Local participation of people in the 
government has been eroding away year after year as the powerful sweep 
toward “efficiency” through centralization has taken place. We are reaching 
a stage where efficiency of representative government at state and national 
levels is prospering at the expense of local participation. As local com- 
munities have faced massive problems of growth, the state and national 
government stepped in with proposed solutions. In most cases this was 
necessary because many of the problems resulted from conditions that 
were beyond the scope of the local communities to solve. However, when 
state and national action helped to solve the immediate problems, nothing 
was done to modernize the inefficient and outdated local government unit. 
Rather, the state and national governments actually centralized and 
strengthened themselves and by the process created an atrophy in the 
local government that is closest to the people. As a result we ha 


ve growing 
criticism of the bureaucracy of state and national government and its 


affiliation with the military—industrial complex and no one seems to know 


what to do about it. What has happened in government has also happened 
with schools as a part of this government. 


The Person in the Middle 


The principal of the local elementary, 
the middle of this developing administr: 
of the school building unit he/she is th 
the closest communications link with 


middle, or secondary school is in 
ative bureaucracy. As titular head 
e person who, with the teachers, is 
parents and citizens in the school’s 
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Ficure 5.2. Illustration of bypassing the principal. 


Court 
decisions 


NEGOTIATIONS 


Pe 


Teacher 


Board a 
of Superintendent Teacher Local eitizeriry, 
Education ents 
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a 


Pressure groups = political/social influence 


attendance area. At the same time the principal's office is represented as 
the switchboard or closest local communicating link to the central adminis- 
tration. Despite this, in too many cases organizational structure and oper- 
ational procedures make the principal a school building manager who is 
responsible for maintaining the day-by-day routine but little else (see 
Fig. 5.2). He/she is bypassed by local pressure groups when they attempt 
to influence school activities or policy. He/she is not included by teachers 
when they decide on issues for negotiations." He/she is not significantly 
involved by the central administration in the development of major policy 
decisions and operational procedures that significantly affect the operation 


of the school.?$ 


As school districts have become larger, teachers more independent 


through negotiation processes, the social life more dispersed, and the 
value systems more cosmopolitan, it becomes 5 difficult for the local 
school principal to be an influential leader or change agent in the school 
because there are so few opportunities for the principal and the teachers 

ing to make important independent decisions 


a students in the build ] ; 
pa. studente m ther instructionally or otherwise. 


that a ir own welfare ei ; ‘, 
Se been negotiated that specify how many meetings can 


be called by the principal and how long they are to last. In addition, 
sti i do i ve been made regarding classroom visitations by the prin- 
supulations ha aff requiring written notice, maximum length 


fi “vi t: 
cip: - supervisory S$ ee iti 
SD a abs or ti number of visits per year. Under present conditions 

visit, and ma} 


tee ; versary situation to supplant the more desirable 
it is very easy for an adversary 


colleague relationship. cipal is illustrated in the followi 
ing the principal is illustrated in the following case: 
An example of bypassn& 

r zeni house at the high school 
| esentations at an evening open hon gh schoo 
One of the pS SS henelifl of the family life discussion course. A film was 
was centered OI 
oblem, see David C. Smith, “Should Administrators 
Principal, 52, No. 5 (February 1973), pp. 109-112. 
ations Association, Education U.S.A., Report (Wash- 
10, 1978), p. 244. 


17 For a discussion of this pr 
Negotiate?” National Elementary i 

15 The National School I ublic Reni 
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presented and students outlined some of the discussions held concerning 
problems they felt were important to them. The course is an elective and 


students present signed parent-approval cards before registering for the 
course. 


Within days after the open house, several parents, none of whom had 
children in the course, had formed a pressure group to have the course 
removed from the offerings. They went directly to written media available 
to them, and personally contacted board members and conservative ministers 
in the community. They then presented their case at a board meeting with 
several of those whom they had contacted in attendance. 

Everyone at the building level was by-passed until the issue came up at 
the board meeting. The only role open to the principal, teachers, and stu- 


dents was a reactive role. In this instance, they made excellent presenta- 
tions at a subsequent board meeting. 


Adapt the Organization to Society—Not Vice Versa 


Of course local schools have attempted to overcome some locked- 
nizational and operational structures through special devices such as 
parent-teacher associations, local parent and attendance-area advisory 
committees, parent task forces, and teachers’ committees. As the years 
have worn on it has become obvious that such groups have less and less 
influence on significant matters, As their recommendations have been lost 
in the inactivity of the central bureaucracy, they h 
enthusiastic and less effective—in man 
death. 

Rather than trying to adapt students, teachers, 
organization that exists, perhaps more significantly the 
ture of the schools needs to be radicall 
society. The schools belong to the people. They require public support 
if they are to continue. To maintain the supportive parent-citizen’s advocate 
role (as contrasted to the adversary role) organizational structures must be 
developed that keep the parent-citizen in close communication with the 
school and allow the individual school to be responsive to student 
as to parent-citizen concerns and desires, 

A report by the New York State Fleischmann Committe 
rather dramatic fashion how traditional organizational stru 
ational procedures have been unable to cope with our new and developing 


society. This report was reviewed as follows in a newsletter by the American 
Association of Colleges for Teacher Education. 


in orga- 


ave become less 
y cases dying a slow and agonizing 


and parents to the 
organizational struc- 
y changed in order to adapt to 


as well 


e highlights in 
cture and oper- 


Tracking Down the Grim, Joyless Classrooms 


The American high school, plagued by strikes, arson, vandalism, rioting, 
physical attacks, and other violence is on the psychiatrists couch under- 
19 AACTE Newsletter for Teacher Ei 


‘ducators, Concern, American Association of Col- 
leges for Teacher Education, Vol. II, 
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going extensive analysis these days. One new study warns bluntly that the 
traditional teacher-student relationship is breaking down and that a major 
crisis of morale is seriously threatening teaching itself. The 195-page report, 
High Schools in Crisis,” was ordered by the New York State Fleischmann 
Committee, which is looking into the quality and financing of education. 
At the heart of these crises the report says, are the high school’s massive 
size, monolithic structure, and authoritarian lines. 

While such findings are hardly news, the report is valuable in underlining 
student dissatisfaction and also in pinpointing deep teacher tensions as it 
examines the student-teacher and other relationships. 

According to the report, whose chief author was Dr. Alan E. Guskin of 
Community Resources Limited, “the more potent issues in high schools are 
the crises in the organizational structure of the school.” 

The report calls for a drastic altering of the organizational and educational 
structures of our high schools so that “students will learn, within such set- 
tings, how to cope with their future in order that they may gain a sense 
of the potential of a democratic society, that they may understand their 
own equality as humans and thereby gain a sense of determining their own 
lives, and that they may understand their own role as potential change 
agents of society.” 
Three major changes in the high school structure are proposed: (1)creating 
small school units and schools without walls; (2) increasing the hiring of 
minority teachers and administrators; and (3) establishing joint decision- 
making bodies composed of students, teachers, administrators, and even 
community members. Such changes, the report frankly states, when imple- 
mented, will be resisted by school managers and other professional educators. 
But they will work if “a concerted and clear mandate by a state legislature 
is reinforced by a state education department and if there is wise phasing 


of these innovations into school districts.” 


A. Harry Passow analyzed the reports of eight different national com- 
missions and panels that had studied education in detail from 1972 to 1976. 
These reports examined the nature and causes of the problems of educating 
youth and detailed shortcomings of the school. The common theme run- 
ning through these reports was for a significant restructuring of education. 
sent-day high school as an overburdened, beleaguered 


mes on the verge of collapse, the various panels and 
ed that secondary educators, with community 


Viewing the pres 
institution, somett 


commissions have recommend y COI 
participation, assert leadership in the building of a system of youth education 


that uses more of the community’s educative resources—including those of 


the high school. i i , 
There are many educating and socializing agencies, some or many of which 
may be more influential than formal schooling in their developmental 
propose reforming the schools by integrating 


ts 
effects on youth. The repor'! 
the learning resources of school and community, by making available a wide 
variety of educational options and program alternatives to attain educational 


objectives, by involving the school in providing valid and meaningful work 
experiences for all, and by the school’s shedding some of its primary and 


ancillary functions.?° 
20 A. Harry Passow, “The Future of High Schools,” Teachers College Record, Sept., 


1977. pp. 28-29. 
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A Test of Organizational Effectiveness 


American children and adults are in a mood today where they question 
rather sharply some of our most accepted institutions. The schools have 
experienced at least their share of these questions. Nonetheless, the schools 
are public institutions and as such must expect sharp reactions if they 
do not adapt to the perceived changing needs of the public. 

The Fleischman Report along with the more recent reports reviewed by 
Passow, were straightforward in their viewpoints that present school 
organization is ineffective for they did call for “a drastic altering of the 
organizational and educational structures.” To test the validity of these 
recommendations one could go back to the expert theoretician on organi- 
zation, Theodore Caplow. Caplow has devised what he calls the SIVA 
Variables as a means of measuring organizational effectiveness,?! 


Stability—an organization’s ability to conserve or increase the status of its 
position in relation to its total environment. 
Integration—the organization’s ability to control inte 
better mutual adjustment, less factionalism, more 
concensus. 


Voluntarism (or Valences )—roughly equivalent to morale. It implies grati- 
fication, colleagueship, satisfaction—the desire of the members to continue 
to participate as part of the organization. 
Achievement—the net result of an organization's activity. It implies success 
or failure in attaining the general and specific goals of the organization. 


rnal conflict. It implies 
communication, greater 


Caplow points out that a dynamic organization is a network of rel 


ation- 
ships between people who occu 


Py various positions in the pursuance of 
the real or perceived goals of the organization. The above-mentioned 
points then are descriptive measurable variables that allow one to deter- 
mine the degree of success or failure of relationships internally as well 
as those with the environment. 
Using Caplow’s SIVA Variables to measure public educ 
internally and externally, one concludes that the reports are essentially 
correct. Public education is due for some significant organizational changes 
if it is to be responsive to our changing society. The following is a 
generalized analysis of public education using the SIVA Variables: 


ation both 


1. Stability—the voice of the public through practically every communica- 
tion medium—TV, radio, newspaper, periodical, public 
reveal that the public at large is most uncertain of the 
of the schools. There is confusion, contradiction, and 


meeting—will 
actual effectiveness 
much controversy. 


21 Caplow, op. cit., p. 121. 
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All segments of the school are under attack. There is no question but 
what the stability factor has decreased. 

2. Integration—even the most solid supporter of public education must 
agree that there is greater factionalism and more internal conflict in our 
schools today than ever before, particularly in secondary education. 
Teacher strikes, student rebellion, taxpayer's revolts, and community— 
school controversies bear testimony to this condition. 

3. Voluntarism—to arrive at a true measurement of the degree of volun- 
tarism in our schools today one needs to utilize some rather sophisticated 
evaluation devices. However, it is safe to say that the problems of the 
inner city, rapidly changing value systems, and the move away from 
acquiescence to traditional school operation modes have created con- 
fusion, frustration, and despair in many of our students, teachers, and 
administrators. This is the warning in the previously mentioned study 
entitled “High Schools in Crisis.” Many students are finding their school 
experience painful and unenjoyable. Furthermore, the study found that 
teachers are torn between progressive educational ideals and the every- 
day demands made on them to maintain order. Blame for the breakdown 
in teacher-pupil relations is traced to large, impersonal, bureaucratic 
schools. In such an environment, the report charges, teachers and 
students are almost bound to feel and behave the way they do. The 
study recommends that schools be broken up into units of. no more 
than 150 to 200 students that can operate within present school buildings. 

4. Achicvement—as implied in Chapter 1 most Americans believe in the 
dream that education can correct all the ills of society. This American 
dream created some goals for education that were and are impossible 
to achieve through the schools alone. Add to this the fact that for a 
large number of children and youth today, represented by functional 
illiterates, dropouts, and the disenchanted, the schools do not appear 
to work. These represent large enough numbers so that the public at 
large concludes that schools have not achieved their goals. 


This is illustrated by the results of the Gallup Poll, which each year 
measures the public’s attitudes toward the public schools. Figures show 
that there has been a slight but steady drop in the public’s ratings of 


schools since 1974. ' 
Thus, along with the other vari 


tional effectiveness. 3 
Based upon these variables, which Caplow proposes as measures or 


criteria of organizational effectiveness, it becomes apparent that school 
districts of today must consider some innovative approaches to school 
organization that will allow sensitive adaptiveness to a changing and 


dynamic society. 


ables, achievement falls short in organiza- 
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Gallup Poll—Rating of the Public Schools 22 


National Totals 


Ratings Given 1978 1977 1976 1975 1974 

The Public Schools % % Z% % % 

i 9 TI 13 13 18 
: eens 27 26 29 30 30 
Ç 30 28 28 28 21 
D 11 II 10 9 6 
Fail 8 5 6 7 5 
Don’t know - = ~ a s 
No answer 15 19 14 13 20 


Trends in School Organization 


The authors wished to determine if some national movement could be 
detected that would counteract the growing concern over “bigness,” “im- 
personal learning environments,” and “lack of responsiveness to the people.” 
Therefore, in early 1972 the 

organizational structure of school districts divided a 


y conducted a representative survey of the 
ccording to the follow- 
ing sizes: 1,000,000+; 300,000-999,999; 100,000-299 
population. 


999, and under 100,000 


It is interesting to note, the returns from this stratified random sample 
of some five hundred districts show only one or two school 
developed organizational patterns in which individual schools were high- 
lighted or emphasized. As noted in Figure 5.3, the organization chart of 
the typical school district, the local schools (the actual teaching unit) are 
lost in the superstructure of the central administrative hierarchy. Un- 
fortunately, this is also too often true in the way the district actually 
operates. The survey did turn up a small number of sporadic attempts to 
down-play bigness through group house plans, school within schools, 


alternative schools, and big city regionalization, but the movement was so 
small at that time it could not be called a trend. 


Two bright lights on the horizon as far as res 
is concerned seemed to be the regionalization of the big city central 
administration and the pattern of governance of the alternative school in 
some districts. Unfortunately, under close investigation the lights dim and 
even flicker out on both of these as a trend. In the large cities, though 
supposedly the regions were smaller and more responsive, they were still 
too large for realistic involvement. Furthermore, the overall board seemed 


districts had 


ponsiveness to the people 


22 10th Annual Gallup Education Poll, 


Phi Delta Kappan Vol. 61 No. 1 (Sept., 
1978), p. 35. 
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incapable of developing enabling policy that would allow local school 
units to operate independently in directions appropriate to their particular 
attendance-area social system. 

The governing of alternative schools did take a different direction in some 
school districts. They were first considered “wild offshoots” that had to 
be tolerated. When a board of education finally succumbed to certain 
public pressures to have an alternative school, they gave tacit approval 
for great latitude in its operation through citizens’ committees, etc. How- 
ever, the trend has been for the pressure to lessen within a year or two 
and the alternative school that once was so responsive to a particular group 
was soon assimilated into the hierarchial organization. 

A follow-up of the 1972 organizational survey was made in 1978. The 
returns in ’78 revealed a definite trend was taking place. A growing number 
of school districts had developed magnet schools, open enrollment schools, 
alternative schools, multi-unit schools, schools within schools, educational 
parks featuring house plans, and multi-phased programs of great variety 
with flexibility in schedules to allow independent study and community 
experiences. In the six years between these two surveys significant attempts 
had been made to combine new instructional strategy aE 
structure to provide educational models demen to ae instruction 
and provide greater flexibility in what and yen ug ents ma Ceren 
administration was making observable moves to sA m R 
and personalize instruction and E ee N sath ou! on efforts 
through press releases and brochures. Un happily, at the same time, no 

OF sae owing made to bring the governance of the school 
discernible move is bomg trary, there is considerable evidence that 
closer to the people. On the contrary 


just the si ond is taking place 
just the opposite tre ne ficiency © 


Regardless of the degree © ot be 
dynamic democratic ee ies "solte can be obsessi A. dynamig 
intellige articipation @ et GN s i -i 
Mea aout requires that oE m D esha 
wishes, and efforts have an impact on ; 1 A 8 fa have: 68 ae 

6189; time these units s hould have strength enough 
their unit level. At the same up to the central government. 


i d so on 

i ger units an LUE : 

uo ~ an a ig this basic participating unit naturally should 
he nucleus of peoP’© * 


} tvpe of community relatedness. A community whose 
be determined by some 4 | units of a megalopolis, or a sprawl- 
boundaries are determine s "Sain an intimate participating 
i 0 
is just to 


ing school district, aona typical school district 


a5 : er 
spirit. The complicated organize 


and its relationship W! 
ay 
tend to create a büreaucra" # 
o 
even the average educator 


f the central administration, a 
maintained without active and 


pub 


al Communities,” for further discussion on this topic. 
ts 


23 See Ch. 3, “The School an 


Ficure 5.3. Typical organization of a larger city district. 
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An organizational change needs to be made in school D =: 
that each school within a school district may establish a closer liaison wi : 
parents and citizen groups in the local attendance area. kel A 
go beyond the usual know-your-school week, citizens committee, ‘we 
or advisory group process. While these school-community ckorts = 
laudatory and for the most part have been serious attempts to cae 
the citizenry in the school, it has been made clear to the adults that the 
institution is: master and important decision making is still the prerogative 
of the district. School districts should be reorganized internally so that each 
school within the district has a maximum of self-determination, and parents 
and citizens within the attendance area have a reasonable impact upon 
the decision-making process. Only through such radical le 
school district structure can true local citizen advocacy and partnership be 
maintained. Although some of the large communities, e.g., Philadelphia, 
Detroit, and Memphis have been experimenting with such approaches, they 
haven't really succeeded because the city boards have been reluctant to 
give up any real authority and as a result the attempts have been “patch- 
ups”—attaching something new to an already outmoded structure.?! 


gal change in 


Is Decentralization the Answer? 


Freeman H. Vaughn in an excellent article in the American School Board 
Journal made the point that the local community school is the bulwark 
of a democratic society. Schools can be brought closer to the people by 
decentralizing them but such efforts will not succeed unless governance 
is actually passed down and Principals are ready and capable of handling 
the move. He asserts that if principals aren’t ready, all that the board is 
likely to create is anoth 


er thick layer of bureaucracy for the local schools 
to break through in order to func 


tion. Vaughn then quotes sever 
ties to further his points about d 


al authori- 
ecentralization. 


Decentralization, according to Harold Howe, U.S., Commissioner of Edu- 
cation, “involves more than simply shifting bureaucrats around to different 
administrator be given more leeway in 
cter of the community, welcoming the 
ping parents understand what kinds of 
contributions they can make. It calls not only for letti 


c o them its policies an 
converting the school into a comm 


a 
oors are open nights, 
the school and com- 


ans a school whose q 
weekends, and summers. It me 


ans alliances between 
munity agencies of all kinds.” 


2t Freeman H. Vaughn, “Forget About Decentralizi if Y inci ren’ 
Ready”, American School Board Journal, Vol, 156, No. alen co a Areni 


ber, 1968), pp. 24-26. 
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Achieving all of that requires a special ki 

a special kind o inci > ; 
i moment, however, that just breaking up a E T : ‘aa or 
is gomg to solve all problems. Its hard to escape the conclusi 7 ib Hf ne 
is a strong feeling of alienation of the neighborhood school f on tiat there 
munity that has grown up around it. hool from the com- 


The authors are convinced that decentralization i 

to humanize and personalize instruction ope ae p e pee 

cational adaptation for our changing society. With this a seit a 

stronger parent and citizen involvement in schools both for the pene 

of children and as a resource for any adult’s own personal growth. Involve- 

ment, support, and advocacy, cannot be created by impersonal bureaucra- 
responsive understandable organizational struc- 


cies. They are created by 
tures that provide opportunities for citizens to have a reasonable impact 


upon the decision making process. 

The organizational model in Figure 5.4 depicts an attempt to restructure 
an overall organization to break the usual pattern of centralization that has 
been viewed as universally sacred. This model proposes that each local 
school within a given school district be provided with a maximum amount 
of self-determination for its own direction. The school district board would 
still be responsible for overall legislation of the school district and retain 
basic authority and responsibility through minimum standards, broad basic 
policy, and leadership. However, it would consciously create enabling policy 
whereby each school unit operating through an elected board of representa- 
tives within its attendance area has authority with responsibility to deter- 
mine specific policy and direction appropriate to its local needs. This means 
each school would have a central budget that, once approved by the 


district board, would allow them to operate within it for the year. It means 
long-range program planning would be encouraged and the central board 
would make reasonable long-range commitments to each individual school. 
It would mean the principal, faculty, students, and parents of each school 


could develop their own operational procedures and programs and establish 
their own codes as long as they complied with minimum standards of the 
district. It means a faculty would be required to make a stronger com- 
mitment to a particular school as an overall personnel policy of the district. 
Hopefully, through careful deployment of central administrator staff to 


the existing schools, it would mean the elimination of excessive super- 
structures that are d of our school districts 


throughout the nation. 
One of our management-oriented big-city superintendents recently re- 
acted to this proposal with the exclamation, “But you're involving so many 
people!” That’s exactly the point! Involvement and participation are the 
key to this model. We think they are the key to a responsive school and 


a dynamic democracy. 


eveloping in the central offices 
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Ficure 5.4. An adaptive, responsive organizational structure with a local 
board of representatives for each attendance unit. 
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2The local school district is enlarged to include complete metropolitan areas (urban and suburban) and strong 
larger rural town areas, 

The Board of Education responsible for overall legislation of the school distri 
responsibility through minimum standards, broad basic Policy, 
ENABLING Policy whereby each school unit has authority wit! 
direction appropriate to the local needs. 

Proposed is a six-member board a 
and Board members. This board revi 


partment of Education exerts direction an 


g to the State Constitution, 


ct retains basic authority and 
and leadership; however, it consciously creates 
h responsibility to determine specific policy and 


Ppointed by the Board of Education 


. (A new professional position 


s. This would be an appeals 
duties in connection with problems arising out of due process situations,ete,) 
s. It too would have six 


; i , tional school 
by concentrating on open and self-directive approaches to learning. 
‘Same as item 6. 


For Further Thought 


1. Discuss the problem of people versus functions in or 
2. What effect might the composition of boa 
growth and development of schools? 
in influencing who should serve on th 


ganizing. 
tds of education have upon 


Should the principal be involved 
e board of education? 
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. What aspects of education do you think should be under the control 


of (a) the local community; (b) the state; (c) the federal government? 


. Is there a point where an elementary school, middle school, or high 


school can become too large? Present arguments, research evidence, and 
authoritative opinion to support your position. 


. Why is it not uncommon to find the principal bypassed when groups 


wish to influence the schools? What implications does this have for the 
role of the principal? 


. Should the principal ever be found as an advocate for parents and pupils 


versus the board? Discuss. 


. Develop some enabling policies that a district board of education could 


develop to give a local school greater autonomy and the school com- 
munity greater self-determination. 


Chapter 6 Leadership 


It is time for a new generation of leadership to cope with new problems 
and new opportunities. For there is a new world to be won. 
John F. Kennedy 


The principal of a school is viewed from almost every quarter as being 
the leader of that school. The board of education hired him/her to lead. 
Research indicates that the teachers want him/her to lead. The community 
holds him/her responsible if he/she does not lead. Of 2,410 elementary 
principals surveyed, ninety-five per cent expected to lead.’ The latest survey 
of secondary school principals indicated they want to lead.? It is apparent 
that the question facing the principal is not whether he/she must behave 
as a leader; rather, it is a question of how shall he/she behave to be an 
effective leader. 

Opportunities to exert leadership are abundant. New approaches to 
teaching and learning assessment programs, new budgeting systems, in- 
creasing demands of the community for meaningful evaluation, account- 
ability to the various communities served by any one school—all these are 
part of the new world to be won, as are the needs of the child who has 
multiple disabilities, or the needs of a child whose ragged, ill-kept clothes 
and different speech patterns contribute to his/her devaluation by others. 

The increasing activity of professional—union organizations acting on 
behalf of teachers can be viewed by some as a negative and by others as 
a positive leadership factor. Such activity can be viewed as discomforting 
for the principal who sees his/her role as one of maintaining a well-oiled 
organizational machine. On the other hand, the possibility of concentrating 
the efforts of a professional group of well-educated persons toward solving 


1 The Elementary School Principalship—A Research Study, Thirty-Seventh Yearbook 
of the Department of Elementary School Principals (Washington, D.C.: National Edu- 
cation Association, 1958), p. 39. 

2 The National Association of Secondary School Principals, The Senior High School 
Principalship (Reston, Va.: The Association, 1978). 
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many of the complex problems facin ati i 

page Aer p: g education today cannot be ignored 
; The old patterns of principal behavior will not be sufficient to meet the 

ew opportunities for leadership. No longer can the principal pass on th 

image of the benevolent “father/mother figure” spending time on pe Paral 
organized “administrivia” as evidence of his/her role being competently f L 
filled. In fact, an attempt to do so may provide evidence to the contrar E 
is not to say that the details are unimportant. To ignore them would ae 
to undermine many of the other gains hoped for by the leader. The adminis- 
trative details must be ordered in a hierarchy of importance and alternatives 
must be sought to get them done well, but not so that the doing replaces 
the higher priority items facing the principal. 

Panush and Kelley remind us that the principal’s concentration on modes 
of behavior that may have been successful yesterday can leave the principal 
in the position of being reactive.” 

The Principal of now and of the future must be increasingly willing to 
e for wise and critical participation in a society characterized by 
conflict and chronic change. This is his/her pro-active role.* 

The principal of today and tomorrow finds him- or herself in a continu- 
ously changing environment. To accept the idea of administering a school 
solely based upon the directives in the board policy, the memoranda from 
the superintendent, and the behaviors of principals of the past is to cast 
oneself into a reactive role. The person in such a role finds adversary 
relationships developing or reinforced, finds him- or herself defending 
to those who expect leadership, and finds the role seriously 


prepar 


behavior 
questioned. 


Views of Leadership 


Leadership as Traits 
The concept of leadership has been examined over centuries. Volumes 
have been written analyzing the qualities of recognized leaders. The focus 
upon persons such as Charlemagne, Churchill, Ghandi, Napoleon, and even 
Hitler traditionally has been to find traits that made them the leaders they 
were. Hundreds of studies tried to identify specific qualities or character- 
istics that distinguished leaders from nonleaders. Many of the qualities 

n attributes, such as physical characteristics or 


studied seemed to be inbor: 
intelligence, and some were acquired skills such as impeccable social 
behavior or dynamic public speaking. However, for the most part these 


studies have failed to yield any truly discriminating traits or sets of traits. 


3L. Panush and E. A. Kelley, “The High School Principal: Pro-Active 4 
JP 2, No. 2 (October 1970), p. 90. or Reactive 


Roles,” Phi Delta Kappan, 5 
4 Ibid., p. 91- 
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Stodgill, in leadership studies that have spanned over a quarter of a 
century, asserts that leadership characteristics by themselves hold little 
significance for purposes of either prediction or diagnosis of leadership. 
However, he does not discount traits entirely as do many researchers. It 
is his belief that collectively these characteristics appear to interact, to 
generate “personality dynamics advantageous to the person seeking the 
responsibilities of leadership.” * He classified these traits in three categories: 
(1) Self-oriented traits that include intelligence, physical, social, and per- 
sonality characteristics; (2) task-related characteristics such as achievement, 
enterprise, and drive for responsibility; (3) social characteristics such as 
cooperativeness, prestige, diplomacy, sociability. 


Analysis of Leadership Behavior 


An early study on leadership that attracted a great deal of attention was 
conducted by Lewin and others in 1939. In one study, three groups of 
nine to twelve-year-old boys were to complete a carpentry assignment. Each 
group was “led” by adults who acted in leadership styles labeled democratic 
(gets commitment from group members to do specific tasks and helps with 
suggestions as needed); autocratic (arbitrarily assigns tasks on a continuing 
basis); laissez-faire (brought in instructions and drawings and remained 
completely passive).* The results are illustrated in Table 6.1. 

Leadership behavior can vary greatly along an autocratic-democratic 
continuum. As simple as they were, studies of this nature did encourage 
a great deal of further research and contributed to the understanding of 
group and individual reactions to certain styles of leadership. 

In a follow-up of many of these research studies Owens identified five 
main leadership styles: (1) authoritarism, (2) democratic, (3) laissez-faire, 
(4) bureaucratic, and (5) charismatic.’ 


Taste 6.1 Illustration of Results of Leadership Styles 


Leadership Leader Leader Task 
Style Leaves Returns Completion 
Laissez-faire Boys leave Empty room Incomplete 
Autocratic Pandemonium Order restored Completed 
Work continues 
Democratic Work continues Work continues Completed 


5 Stodgill, R. M., Handbook of Leadership. (New York: The Free Press, 1974), p. 82. 

6 A complete discussion of these studies may be found in Ralph White and Ronald 
Lippitt, “Leader Behavior and Member Reaction in Three ‘Social Settings,” in Dorwin 
Cartwright and Alvin Zander (Eds.) Group Dynamics: Research and Theory (Evanston, 
Ill.: Row, Peterson, 1953), pp. 585-611. 

7 Robert G. Owens, Organizational Behavior in Schools. (Englewood Cliffs, N.J.: 
Prentice-Hall, 1970) p. 134. 
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More Recent Studies 


Within the past thirty years leadership research has concentrated on analyz- 
ing leader behavior and attitudes, relating these with production and per- 
formance and with the motivation orientations of people. The literature is 
replete with reports of research studies in these areas; therefore, this 
chapter can use but a few main examples of the work being done. Many 
of the studies can be categorized into people-focused or performance- 
focused or a combination of these. Bowers and Seashore provided an excel- 
lent summary of the correspondence of leadership concepts of different 
investigators from 1950 to 1964.° They concluded that the research up to 
that point identified four dimensions of leadership: (1) support, (2) inter- 
action facilitation, (3) goal emphasis, and (4) work facilitation. Brown 
identified systems- and persons-orientations as leader behavior factors.° 
Thus an impressive array of word salad greets the reader of several studies. 
If one merges the illustrations of leadership theories it becomes clear that 
there is a congruence of opinion about the two dimensions with which the 
leader must concern him- or herself, These are centered about the needs, 


goals and performance of people and the needs, goals, and performance 


of organizations. 
One of the most useful series of studies for the school administrator were 


those known as the Ohio State Leadership Studies commencing in 1945.1° 
A major contribution of these studies was the development of the Leader- 
ship Behavior Description Questionnaire (LBDQ.). This questionnaire 
generally abandoned the notion of leadership as a trait and attempted to 
concentrate instead on an analysis of the behavior of leaders.?! The 
LBDQ has been used in numerous studies to analyze the leadership behav- 
ior of school administrators. Two major dimensions of leadership behavior 
that have consistently emerged through use of the LBDQ have been 
identified as initiating structure and consideration. These were first identi- 
fied by Halpin and Winer through factor analysis? Other investigators 
have consistently substantiated their findings.’* 


Initiating structure is a type of behavior by the leader which clarifies the 
relationship of the staff within the organization and what is expected of 


shore, “Predicting Organizational Effectiveness 


8 i d Stanley E. Sea: 
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with a Four-Factor Theory of Leadership,” 


. 248. moet 
eer eng es “Reactions to Leadership,” Education Administration Quarterly, 3 
Wi 1967). ; 
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them. It implies a well-planned coordinated operation which has clearly 
identified goals and standards of performance with procedures established 
to encourage maximum achievement. 


Consideration refers to a relationship with the staff which implies friendship, 
cooperation, team work, rapport and approachability. The leader is thought- 
fully considerate of the staff, essentially treating them as equals. 


Effective principals consistently score high on both of these dimensions. 
They may score high on one or the other but it doesn’t seem to matter as 
long as one is not completely canceled out. 

Luthans points out that these studies were the first to emphasize the 
importance of both task direction and consideration of individual needs in 
assessing leadership behavior.* 

At approximately the time of the Ohio State Studies the University of 
Michigan conducted research on leadership styles. In the Prudential Study, 
Likert identified high-producing supervisors as: (1) employee oriented, 
(2) spending more time on the job with a major portion of their time 
devoted to general and specific supervision of employees, (3) receiving 
general supervision from their supervisors, and (4) liking the authority and 
responsibility of their job.?® In continuing his research on leadership and 
on the basis of reviewing hundreds of other research studies Likert found 
that it is likely production will improve and/or remain high if a system is 
associated with leadership processes based on teamwork, trust, and partici- 
pation in decision making, 

Sergiovanni, Metzcus, and Burden studied the relationship between 
teachers’ needs orientations (based on Herzberg’s hygiene-motivation 
theory *’) and their perceptions of the ideal principal. They concluded that 
“. .. teachers, regardless of needs orientations, see the ideal principal 
as being both systems- and persons-oriented.” 18 They further identified 
two “qualities” of leadership style that they called “optimizing” and “con- 
trolling.” ° Again they found that teachers, regardless of orientation, gen- 
erally responded favorably to the optimizing style rather than to the con- 
trolling style of leadership. 

Current research indicates that the effective leader will o 


ptimize or 
facilitate the meeting of the needs and the achievement of tt 


ne goals of 


14 F. Luthans, Organizational Behavior (New York: McGraw-Hill, 1977), 

15R. Likert in D. Katz, N. Macoby, and N. Morse, Productivity, Supervision and 
Morale in an Office Situation (Ann Arbor: University of Michigan Survey Research 
Center, 1950). 

16 Rensis Likert, “Management Styles and the Human Component,” 
Review, Oct., 1977, p. 23. 

17 See Ch. 3, p. 48, for a brief description of this theory. 

18 Thomas J. Sergiovanni, Richard Metzcus, and Larry Burden, “Toward a Partic- 
ularistic Approach to Leadership Style: Some Findings,” American Education Research 
Journal, 6, No. 1 (January 1969), p. 77. 

19 Ibid., p. 73. 
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both the organization (school) and of the people who make up the 
organization.”° 


The Situational Approach to the Study of Leadership. 


The situational approach to leadership conceives leadership as basically a 
group situation in which the characteristics of the group and the style of 
leadership are important. In other words, leadership depends on the 
situation. Various types of situations determine the type or style of leader- 
ship that should be exerted. Situational variables that became special areas 
of study in situational research were organizational climate, the task or 
type of assignment performed by the group,** degree of formal authority 
or power. A large amount of research was conducted in these areas 
during the sixties and early seventies. Fred Fiedler and his associates 
utilized much of this research in the development of the contingency model 
of leadership. 

The contingency theory is that the group’s effectiveness is contingent on 
the interaction between two variables: (1) the motivational system of the 
leader—his style in relating to his group, and (2) the favorableness of the 
group situation—the degree to which the situation allows the leader to 
control his group. The theory is that leaders with given styles will perform 
better in situations favorable to their style. The leadership situation in- 
cluded three components listed in order of importance: (1) leader-member 
relations—degree to which group members support, respect, and like the 


group leader, (2) task structure-the degree to which groups tasks are 
ver vested by the organization in the 


spelled out, (3) position power—pow 
leader’s position or the degree to which the position enables the leader 


to get the group to accept his/her leadership. 

Fiedler classified leaders as either task oriented or human relations 
oriented as determined by the leader’s score on a personality measure, The 
Least Preferred Co-Worker Scale (LPC). He then tested his theory on 
the findings of over eight hundred studies completed between 1951 and 
1963. Analyses of the studies indicated: (1) low LPC or task-motivated 
leaders were most effective in high-control or low-control situations, and 
(2) high LPC or human-relations-motivated leaders were most effective in 


situations of moderate control.” 


While Fiedler’s work is controversial and he implied the leader’s style 
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21 Campbell, J. P., et al, Managerial Behavior, Performance and Effectiveness (New 
York: McGraw-Hill, 1970). 
Shaw, M. E., Group Dynamics, 
McGraw-Hill, 1971). 
23 Cartwright, D., Studi 
Institute of Social Research, 1959). : : 
24 Fiedler, F. E., and Chemers, M. M., Leadership and Effective Management (Glen- 


Scott Foresman and Co., 1974). 


The Psychology of Group Behavior (New York: 


es in Social Power (Ann Arbor: University of Michigan 


view, Ill.: 


98 BASES FOR OPERATION 


of management is incapable of being changed, others following up on his 
research have critically examined leadership methods and maintained 
leaders can and should alter their style of leadership in concrete situations 
to better fit their style to the demands of the situation. 


Principal Power 


Much of the literature on leadership centers on power or control. Without 
control little progress is made but hierarchical control can evolve into rigid 
authoritarianism and decentralized diffused control can degenerate into 
chaos. Thus a dilemma! One has further concern when analyzing the 
legitimate power base of the principal for it will be discovered that it is 
really quite small when compared to the usual concept of an adminis- 
trator’s power. 

Our analysis of the power base of the typical principal shows that much 
of the old-fashioned legitimate power of the principal is more imagined 
than real. Looking at the dwindling of his power from this viewpoint a 


typical principal might be very jealous of the power he has left and guard 
it with fervor. 


The Upward Look 


The reader is familiar with this 


upon the legal resources or status 
behaviors 


type of administrator who relies entirely 
of position for power and control. Various 
are typical of this orientation, They are exemplified by a very 
careful checking for compliance with written regulations and “how to” 
directives; attention to the letter of the law rather than the spirit thereof; 
and putting off decisions on any unusual situation. The principal can easily 
find him- or herself in such a situation and, indeed, it may be “comfortable” 


for him/her to behave that way. Briner and Sroufe may have pointed 
out why. 


we discover that the principal is usually a man who is delegated all res- 
ponsibility, but no power to fulfill it. 


} The principal’s position is quite 
hollow and, like a priest, he is only the defender of higher authority. Being 
thus dependent, his eyes are ever cast upward and are little concerned 
with those around him.25 


The classic bureaucratic model immediately comes to mind in which 
administrators can act solely upon written rules and regulations from above. 
If a unique situation occurs outside his/her specified authority, the admin- 
istrator forwards it upward for decision. He/she tries to understand the 
way those above him/her think so that his/her own actions will conform 


25 C. Briner and G. E. Sroufe, “Organization 
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to their norms. Those around the teachers and students are not the major 
concern in this model. 

Though we may make light of this type of principal, there are many 
more than we would like to admit. Thomas Wiggins writes that the role 
of the principal as “administrator leader” and instructional leader is ques- 
tionable under the scrutiny of the test of research.” He states we need to 
reexamine the presumption that the power, authority, and influence of 
school principals provide the major source of leadership thrust to the 
school. Much of the research shows that the principal has had little or 
no effect on school climate in the typical urban district. The explanation 
of these research findings is that the principals are selected in the “image 
of the school district.” Many had been reared as teachers, vice principals, 
and in other service positions in the same district. They were selected and 
prepared to behave in a rational, predictable, and uniform manner accept- 
able to the district, and the longer they were in the system the more they 
perpetuated existing tradition and acted like the central administration 
expected them to act. (In other words, they were good apprentices.) Thus, 
rather than a leader the principal becomes a supporter of the central sys- 
tem and thus the school approaches a state of homeostasis. 


The Principal as Leader 


vhen reading the statements and findings 


One can become very pessimistic v 
of Briner, Sroufe, Wiggins, and others. We do not believe the situation is 


as gloomy as implied. The principal can be and is in many instances a 
positive leadership force. It must be realized, however, that leadership 
does not come from the power base of old. We face a new world in 
educational administration, our processes must be geared to a changing 
society and a changed educational organization. We need a new definition 
of leadership and updated administrative processes that are appropriate 
to education in its present and future context. 

We would like to comment briefly on the implications of the research to 
the principal's leadership role, provide what we believe is a realistic defini- 
tion of leadership, and then reanalyze power in light of our leadership 
definition. How does the principal who wants to be a leader use the research 
findings on leadership? Certainly he/she would become frustrated in 
trying to apply the findings directly to his or her job situation. However, 
the studies do give cues and possible direction that can be helpful in 
sharpening one’s knowledge of leadership and in assessing and improving 
it. It must be realized that leadership is a complex dynamic interactive 
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process. The studies reveal that “leadership effectiveness” depends upon 
how we define leadership, the criteria we use to evaluate it, the type of 
organization within which the leader operates, the type of staff, their 
proficiency, the tasks they have, and the situations they face. One hears 
an increasing number of speeches and reads increasing amounts of pro- 
fessional literature lamenting the declining power of the principalship. The 
authors have faced a growing number of principals at professional meetings 
or coming back for further graduate training who are bitter about the lack 
of leadership opportunities provided by central administration or the lack 
of teacher receptiveness of their leadership efforts. 

It is our contention that leadership opportunities are still as great and 
exciting as ever if one could just forget the heroic image of the old- 
fashioned leader. What is needed is a new definition of leadership appro- 
priate to a new context of school organization and operation. A review of 
the textbooks in educational administration today still implies the leader 
operates from an influential power base and will be surrendering leadership 
if he/she is not the initiator of action. “The leader is viewed as a potent 
force for good in the organization; his task is to use the influence of his 
office to bind the wills of his subordinates in accomplishing the purposes 
beyond their own self-serving ends.” 7 

We do not believe that this is a realistic viewpoint for tod 
To be realistic the findings of research must b 
today’s school organization, and the definition of educational leadership 
should be comprehensive enough to recognize the growing professional 
influence and growing competency of teachers. 


Leadership Defined 


With this as our rationale we define leaders 
results in the following: 


ay’s schools. 
e applied to the context of 


hip as a planned process that 


1. The challenging of people to work toward an ever- 
of excellence in the achievement of organizational goals and objectives. 

2. The creation of a threat-free environment for growth so that the creative 
talents and skills of each person are used to best advantage. 

3. The encouragement and building of working relationships that are 
individually and organizationally satisfying, unifying, and strengthening 
in the realization of mutually determined goals and objectives. 

4. The optimization of available material resources. 


With this definition, leadership is where you find it. We believe a 
leadership role of the principal is to identif 
and efforts that will further the goals 


expanding vision 


major 
y and nourish any ideas, acts, 
and objectives of the institution, 

27 Edwin M. Bridges, “The N 


Educational Administration: The 
1977), p. 204. 


ature of Leadership” in Lavern 


i Cunningham, et al., 
Developing Decades (Berkeley, 


Calif.: McCutchans, 


LEADERSHIP 101 


Power Base 


Considering our definition of leadership let’s relook at the whole question 
of principal power and analyze it on the basis of today’s schools. 

French and Raven list five bases of legitimate power: (1) reward power— 
ability to reward; (2) coercive power—ability to threaten or punish; (3) 
legitimate power—power or authority the organization assigns to the leader- 
ship position along with internalized values of staff members that gives 
leader authority to influence them; (4) referent power—person’s feelings or 
desire to identify with person possessing power; and (5) expert power— 
the extent that subordinates attribute expertise and knowledge to the 
leader.** 

Considering today’s school and the professional staff, none of these 
sources provide a full measure of power. Reward power is blunted by col- 
lective bargaining. Few schools have merit increases. The salary scale 
agreed upon at the bargaining table applies to all (good, bad, or medium) 
of like experience and education. Reward by praise and special recognition 
becomes the main source of this power in today’s schools. Coercive power 
is blunted by tenure and grievance committees. True, the principal has 
responsibility for rating teachers but this affects only the very poor and 
the very good. Few teachers are concerned with threats of punishment 
although they do respond favorably to positive professional overtures to 
help them improve their teaching. Legitimate power 1s blunted by the gen- 
eral professional role of the teacher. We pointed out in Chapter 5 that the 
school organization is different from any other organization in that the 
main function of the school is carried out in the classroom by the teacher 
who is the chief executive of that classroom. Few teachers stand in awe of 
the legitimate power of the principal. The teacher is a professional equal 
who probably knows more about his/her subject and how to teach it than 
the principal. The teacher is “monarch in the classroom castle, and is backed 
completely by the professional organization. Referent power, with the ad- 
versary relationships established in collective bargaining procedures, often 
operates in just the opposite direction. Many teachers do not wish to iden- 
tify with the administrator possessing legitimate power, particularly the 
autocratic or bureaucratic administrator. In the area of expert power, the 
typical principal may be no more expert in subject matter, curriculum, or 

hing than the typical teacher. If he/she is considered competent and 
pam eee in these a leadership plus. The areas of ex- 


areas this is 
pertise that the principal must exhibit in his/her school and which are 
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more impressive to the teacher and are certainly backed up by the research 
are: (1) Skill in dealing with people individually and in groups and iden- 
tifying leadership whenever it exists; (2) a keen intellect and curiosity 
along with conceptual skills in relating education to the present and future 
of our society; (3) a broad general knowledge of teaching and learning 
theory along with a keen understanding of growth and development of 
children and youth; (4) skill in establishing a well-planned coordinated 
operation with clearly identified goals along with procedures for encourag- 
ing maximum achievement; (5) skill in dealing with central administration 
so that desired plans and programs can be approved and appropriate re- 
sources are forthcoming for their implementation; (6) a thorough knowl- 
edge of the operational details of the local, state, and national educational 
structure. 

This is the type of expert power that will help the principal in his/her 
leadership role. It is the type of power that will work best in schools of 
today. A review of research shows that schools that rate the principal as 
having and using expert power received high scores for teacher morale, 
teacher satisfaction, and teacher high performance. At the same time 
schools with coercive principals showed the lowest scores, 


Sharing Power 


The typical point of view is that power exists in a fixed quantity, that it is 


limited to the point that if one person gains power then someone else in 
the organization has to lose it. Research indic 
evidence points to the view 


rocal, that it has synergistic qualities,%° 


motivation throughout further associates creative 
growth with the exercis The implication is that power is really 
dead apart from growing individuals. The acceptance of responsibility is 
important to the growth of individuals, John Dewey suggested that: 


e of power. 
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The principal can foster the acceptance of responsibility by sharing the 
authority. 

Look at this reciprocal theory of power in another way. With collective 
bargaining and the growing strength of the professional teacher organiza- 
tions the teacher members of the staff collectively may have more real 
power than the principal. If the principal fully shares his/her power with 
the teachers and has the expertise to develop a true team spirit within the 
school the teacher support and power will increase the principal's power 
with teachers, the central administration, and the community. The com- 
bined forces can provide a strong base for the achievement of the school’s 
goals. 

The Eric Clearinghouse on Educational Management reinforces this view- 
point in an interesting issue devoted to a discussion on power and man- 


agerial control.” 


An impressive array of research challenges the traditional assumption that 
power in an organization exists in limited quantities. In doing so, the 
research challenges as well some of the traditional practices that have grown 
out of this “all-or-none” law of power. For principals in particular, the 
research points in some interesting managerial directions. 

Principals should take careful stock of the level and distribution of power 
in their schools. Their evaluation should consider the answers to such 
questions as, Is the principal comfortable with the amount of his own 
control over the school? Is the control used effectively? Does the principal 
have influence with teachers? Do teachers feel influential, and do they 
evidence high satisfaction with their work? Does the school function at a 
high level of efficiency and productivity? ; 

If the answers to these questions point to low levels of influence and 
employee morale in the school, the principal might well consider whether 
he has been overly cautious about parceling out power to the school’s staff 
and even to students. Knowing that the power in an organization is not 
limited but is capable of expansion, the principal will look for ways to 
increase the total amount of power for the benefit of the school. 

Because power is reciprocal, an increase in the power of _teachers should 
lead to a corresponding increase in the power of the principal. Conversely, 
the principal who is stingy with power also circumscribes his own power. 


Participating Leadership 


ks of participating leadership and shared power it often 
a lumbering slow-moving organization with nothing 
ause everyone has to have a say on everything. 
This should not be the case. Remember, in time after time research has 
shown that what has been called initiating structure is a major dimension 
of leadership. Teachers have identified it as a requirement for leadership 
in almost every major research study in which they have been involved. 


When one spea 
conjures in one’s mind 
ever really getting done bec 


33 Ibid., p. 4. 
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To define it again, initiating structure is a type of behavior by the leader 
that clarifies the relationship of the staff within the organization and what 
is expected of them. It implies a well-planned coordinated operation that 
has clearly identified goals and standards of performance with procedures 
established to encourage maximum achievement. 

There is nothing here contrary to shared power or participating leader- 
ship. One of the first things a Principal should do when assuming the 
principal role is to work with the faculty and the central administration to 
clarify structure and operation. He/she should research legislation, board 
policies, and central administration directives that may be basic require- 
ments for structure and then involve the faculty as fully as possible in 


filling in the gaps. The following four cautions should be observed when 
working with faculty in this process: 


1. Do not neglect to clearly identify basic requirements from higher 
echelons—good or bad, they are requirements! They must be included! 
If they need to be changed let that be a separate battle. Don’t disrupt 
process by allowing too much arguing over them. 

2. Do let your “druthers” be known about how you believe things should 
be structured to fit in with your administrative style and be willing to 
debate the issues. Identify to the faculty processes and actions that are 
so important to you that you do not want a vote on them, explain to 
them why, and provide an Opportunity for them to react. 

3. Identify and establish a plan of procedure and process for establishing 
your initiating structure so that there is sufficient time for participation 
of faculty but also an understood system of closure on the issue. It is 
a leader’s responsibility to see that discussion and involvement are 


brought to a logical conclusion in a reasonable time so that the work 
of the school can go forward. 


4. Identify ahead of time those issues it 


is appropriate for faculty to vote 
upon and those that are nonvotable 


administrative prerogatives. 


Planning an Important Factor in Leadership 


Part of the initiating structure for participating leadership is proper plan- 
ning and the providing of background information so as to make partici- 
pation productive and enlightened. There is nothing more frustrating than 
to attend a meeting on an important problem and have the first few sessions 
no more than a pooling of ignorance with the more vocal members of the 
staff shooting “from the hip” in their thinking. The leader is responsible 
for seeing that the faculty is prepared to Participate on an important 
problem. This requires providing necessary background information. For 
the most part this is a proper staff responsibility. Some of the following 
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questions can be helpful to the principal and his/her planning staff as they 
prepare for planning. 


1. What already available background data are important in making deci- 
sions about the problem at hand? If it is a program change, some 
pertinent data might include analyses of student achievement in the 
area to be studied; descriptions of, or actual samples of, current materials; 
expert evaluations of the materials; experiences of other schools using 
new, promising curricula; their instructional objectives, ete. 
What new data will be needed? From what sources will it be available? 
3. Who, individuals and groups, within the system will be affected? Who 
outside the system? As as example, if a new routing of buses is to be 
are several possible answers to the question above. Inside 
re would be at least drivers, children, principals, teachers, 
utside the system parents, traffic control or 
and insurance company, would be 


bo 


planned, there 
the system the 
and the business offices. O 
street department, property owners, 


included. 
4. Is the real problem clearly defined? What are the subparts of the prob- 


lem? New dimensions will be identified as the process evolves. The 
leader is cautioned to avoid concentrating on only a symptom of a 


larger problem. 


Implementing the Process 

first step in implementing a planning process is 
steps necessary to complete the plan and the 
A simple listing of steps with probable times 
be sufficient. If the plan involves several com- 
a long period of time, a more 


Step Sequencing. The 
the identification of the 
sequencing of these steps. 
to complete each step may 
ponents interdependent upon each other over 


sophisticated approach may be in order. 
The principal can use one of the network analysis techniques. The two 


most commonly referred to are the Critical Path Method (CPM) and the 
Program Evaluation and Review Techniques (PERT). The use of these 
and similar tools is increasing rapidly. Handy and Hussain indicate that 
pressures from outside the school are going to force the use of network 
analysis techniques. Governmental agencies, educational organizations, and 
private agencies such as architects or contractors bidding for work will 
influence the school into becoming conversant with network analysis.** 


They list some advantages of these techniques: 
s establishes sequence and interrelationships of the acti- 
‘complete a project within predetermined time estimates. 


realistic planning. À 
agement by objectives. 


1. Network analysi 
vities needed to 
Network analysis forces 
. Network analysis provides man 


or 


ain, Network Analysis for Educational Management 
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Ji analysis provides up-to-date project status information. 
or ee a ri the project manager to quickly ot nk ale 
tial work slippages and shows the impact of slippage on other a iviti é 
Network analysis identifies particular areas where the additional use o 
funds may accelerate the program. 


7. Network analysis establishes a disciplined planning, communications, and 
systems operation. 


Do we 


A well-organized network system provide: 1 
progress and opening up communications throughout the planning. In 
addition, it should provide for a continuous qualitative evaluation of the 
programs and their parts. Evaluation is essential to the planning process 
in that it completes the feedback loop so that alternatives can be weighed 
and choices made to progress toward the desired objectives. 

Research has noted that one of the dissatisfiers in education is the 
inadequacy of technical supervision. It is clear that this area is a “must” for 
the principal. A carefully planned evaluation program formed as an 


integral part of any planning process is a step toward eliminating this 
dissatisfier. Further discussion of evaluation can be found in Chapters 10 
and 11. 


s for monitoring the program 


Participation in Decision Making * 


1. On various types of decisions policies can be agreed upon by the 
faculty that will give the principal all the direction necessary to make 
a decision on his/her own. 

2. 


» Some decisions affect only certai 
departments, Only faculty affec 
3. Some decisions may be more appropriately h: 
ment head, chairman, or spok group provide feedback to 
principal to help him/her with the decision, 
4. Some decisions may be handled by memoranda to 
with strong feeling about the decision to contact 
lish a time limit for contact. ) 


5. Some decisions may require only the involvement of recognized experts 
on the faculty. 


faculty asking anyone 
the principal. (Estab- 


35 See The National Associati y Principals NASSP Bull tin Vol 63 
N 425 (March, 1979). A large portion of this is ae 


sue is devoted to leadership, 


LEADERSHIP 107 


6. There may be some decisions in which faculty aren’t interested in being 
involved. These can be identified and classified. 

7. There are some projects particularly related to curriculum changes or 
teaching procedures that will require deep ‘involvement by faculty if 
the project is to be properly implemented and supported. Principals 
should make participation a planned educational process on decisions 


of this type. 
8. There are some decisi 


istrator. This must be understood. 
9. There are some decisions that everyone must realize must be made 


immediately. The administrator must have enough courage to do so 
and the faculty enough faith not to worry. 
10. On some decisions the faculty may stall and procrastinate. The princi- 
pal must have enough courage to make a final decision when closure 


is necessary. 
11. Some faculty memb 


ons that must be made exclusively by the admin- 


ers don’t want to be involved—they don’t want to 
be bothered; yet, involvement develops interest and the sharing and 
caring necessary for teamwork. Principals can use decision making as 
a way of getting some faculty members involved. 


Summary 


defined as traits, attitudes, behaviors, 
f these. It is clear that leadership is 
thout purpose—it cannot exist apart 


Leadership is complex. It has been 
position, and several combinations © 


a hollow term without people and wi 
from a social setting. Furthermore, leadership does not result from a 


formula applied or from decrees from on high. It is a planned 
process of interaction in a social setting whereby goals that are mutually 
satisfying to the school organization and to the individuals in the school 
are established and means developed to achieve them. The following sum- 
marizes points made above regarding the exercise of leadership, but is not 


intended .as a formula for the same: 


an environment of growth for each individual 


aff, and yes, the principal too. 
satisfy the needs of both the organization 


1. Develop and maintain 
in the school—pupils, st 
2. Optimize the environment to 
and the people. 


Develop leadership among the staff and pupils. 


Look in more than one direction for a leadership base. 

Share authority and responsibility with those whom one proposes to lead. 
Accept the limitations of those with whom one shares responsibility. 
Realize that one of the most effective leadership bases is that of pro- 
fessional competence. The principal must be able to “produce” in the 


AD om 
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area accepted by those who are led as a proper source of authority for 
leadership. 


To be effective, the principal will need to lead from a stronger base than 
just his/her status position or the controlling of, and accounting for, re- 
sources. He/she should be able to make significant programmatic contri- 
butions to the achievement of the school’s purposes. He/she will need to 
share, not abdicate, his/her authority. 

The opportunities for exerting leadership in a school are almost innumer- 
able and are, in a sense, the measure of the principal's responsibility to lead. 


For Further Thought 


1. In your own words, define “educati 
examples of leadership acts. 

2. What criteria are appropriate in determining what authority shall be 
shared regarding instructional decisions? 

3. What characteristics distinguish formal organization from informal orga- 
nization? Do all informal leaders make effective formal leaders? Explain. 

4. Have you ever observed a sharp rise or fall in the morale of a faculty? 
If so, what factors do you think caused such a marked change? 

5. Is conflict necessarily bad and harmony always good? If the administra- 
tion were so organized that the final decision making was delegated to 
the appropriate qualified expert, would all conflict be eliminated? 

6. If you were the principal of a school where a faculty was content to let 
you run the school as you wished, would you try to involve them or be 
happy to run the school without interference? 

7. Is a climate where mistakes are allowable compatible with ey. 
and accountability? 

8. Using the LBDQ-Form XII or any other well-known | 
analyze your own leadership style and potential. 

9. Develop a flow chart or PERT/CPM network for solving an 


administra- 
tive problem. How would the network be different in different types 
of schools? 


onal leadership”; then give some 


aluation 


eadership measure 


Chapter 7 Legislation and the Courts— 
A Sound Base of Authority 


rincipal is the person in the middle—having respon- 

sibility as leader and administrator of an institution operating in a society 

whose values are changing constantly, whose constituents represent ex- 

tremes of conservatism and radicalism, and which is faced with rapid 
advancement in knowledge that often explodes old ideas and principles. 

The principal soon discovers that nothing is really constant and the 

h to stand in order to make decisions 


search for firm ground upon whicl orde i ) 
is difficult. One major source of strength to the principal is the legal basis 


of educational operation. Even here problems can occur if one assumes 
that the law is inflexible and not influenced by social pressures; nonetheless, 
the law as we know it here and now should guide our mode of operation. 
At the same time, by observing some of the changing interpretations the 
courts have given these laws, one is able to make some reasonable observ- 
ation of the directions society is going. We often think of the courts as 
being conservative; however, to observe the changes in the interpretation 
of our laws as they relate to the Constitution of the United States is to 
x tli cial progress. 
a Lees ees lag behind in their administration of 
justice and upholding the rights of the individual. Tt can be easily docu- 
mented that schools in many instances have been inclined to suppress 
individual rights and to be quite arbitrary in the suppression of unpopular 
and minority viewpoints. Reviewing cases regarding dress, pe 
married students, graduation restrictions, student ene expulsion, 
saluting the flag, and even discrimination is to review ane examples 
of oppression. It becomes even more a matter of concern when one recog- 
nizes that most students never litigate and are simply silenced by the 
plenary power that school authorities exercise Over their lives. However, 


; i ts have begun to challenge 
: ast decade in particular, the cour e beg halle 
age eee ad! ho failed to recognize the constitutional 


ministrators W: 
rights of students an 


In so many ways the p 


d teachers. 
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A Knowledge of School Law Is Important 


Courses in school law are often dismissed with the statement, “Let's not 
try to make an attorney out of the school administrator or teacher.” Cer- 
tainly that should not be the intent of such courses. Rather, the purpose 
should be to acquaint teachers and administrators with some of the legal 
fundamentals affecting their positions and the education profession. A 
hunter must know the hunting laws; the fisherman, the fishing laws. The 
car driver is responsible for knowing traffic laws. We all must know right 
from wrong, not only morally but also legally. Ignorance may be bliss, but 
not so far as the law is concerned. As John Selden stated: “Ignorance of 
the law excuses no man: not that all men know the law, but because ’tis 
an excuse every man will plead, and no man can tell how to confute him.” 

It follows that a school administrator must know the law concerning the 
professional field of education and the schools. One would not expect the 
school principal to consult a lawyer every time a professional decision 
needs to be made; yet, to carry a point to the extreme, to be on the safe 
side one would need to do so unless he/she had a working knowledge of 
school law. 

This point has been reinforced by the United States Supreme Court in 
Wood v. Strickland. The court held that an administrator or school board 
member is not immune from liability for damages if he/she knew or 
reasonably should have known that the action officially taken would violate 
the constitutional rights of the students affected, or if the action was taken 
with malicious intention to cause a deprivation of constitutional rights.? 

School districts are governmental agencies of the state through which the 
legislatures carry out their constitutional mandate to provide a system of 
public education. The courts have ruled that school officers are state and 
not local officers. As servants of the state they have only the powers that 
statutes grant them. We have heard many principals make the statement: 
“If there is nothing in the law saying we can’t do it, we'll go ahead and 
do it.” In the strict sense this is wrong. Schools have no inherent powers 
and the authority to operate them must be found in either expressed or 
implied terms of statute and the rules and regulations of both state and 
local boards of education. The legal viewpoint in relation to a school district 
and school officer is “Unless the law gives you power and authority to do 
it, you can’t do it.” Of course the laws cannot specify the what, where, and 
why of every possible condition; therefore, it is recognized that there must 
be a wide range of implied powers in order to permit the exercises of 
expressed powers.’ Implied powers, because of their lack of specificity, 


1420 U.S. 308 321 (1975). 

2 Expressed powers are those specifically listed in legislation authorizing activity. 
Implied powers are not specifically enumerated but are activities that one might 
reasonably expect to be necessary to carry out the spirit and the letter of the law. 
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are a source of much litigation. On the other hand, they allow progress, 
growth, and experimentation by providing a frontier where imaginative 
and dynamic administration can take place. The good administrator searches 
for the delicate balance between what is necessary for the entire state 
and school district as illustrated by expressed powers, and what is best 
for the school as allowed by implied powers. 

Implied powers may also serve to establish proving grounds to test admin- 
istrative practices that may eventually become law or policy. A procedure 
designed by a school administrator to meet a particular educational prob- 
lem in a particular school may spread through an entire school district as 
a logical way for all officials in the districts to operate. The procedure may 
stand unquestioned for several years and then, because of some question 
hool board or legislature may feel obligated to pass 
or legislation to allow it to continue. In 
art of the school code. 


or controversy, the sc 
permissive or mandatory policy 
this way it becomes a definite p 


State Law a Framework for Administrative Action ° 


a state function can be easily proved. The 
roots of the American philosophy of education were firmly embedded in 
colonial law that foreshadowed existing state laws. The pattern of our 
educational system has developed through ordinances governing the ter- 
ritories that were to become states. When the United States became a 
reality the structural pattern of education as a state function was estab- 
lished: by the general reservation of power m the Federal Constitution, by 
positive expression in state constitutions, and by enactment of state school 
legislation. Today, each state constitution charges its legislature either 
directly or indirectly with the responsibility of establishing and maintaining 
a system of schools. All states delegate certain of these responsibilities to 
state educational agencies and local boards of education. Thus the spring- 
board for any administrative action is derived broadly from the state con- 
stitution and more specifically from state legislation, administrative direc- 
tives of state educational agencies, and policies of the local boards of 
education. The courts resolve questions of meaning or intent through 
judicial review of specific education questions or situations outside of 
education that have implications for educational policies, programs, and 


ractices. r å 
d ver administrative action, then, fits into a legal framework that guides 
Mis One naturally expects a professional 


: inistrator. 

and directs the school administra i 
BEREA who acts for a school district to know these things. By the same 
token administrators of a school that is part of a school district, which is 


The concept that education is 


of this topic read William H. Roe, School Business 


4-87. 


iscussion 
ough discuss! oE 1961), PP- 3a 


3 For a more thor 
York: McGraw- 


Management (New 
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a creature of the state, cannot be ignorant of the state school code o 
directives of the state educational agencies, or even national legal trends 
i cation. ; 

‘i pees oy administrator understands state regulations and directives 
as well as local school policy. Logically, the professional educator might 
even be more expert in school law than the average lawyer. This does not 
mean that the school principal should serve as a pseudo lawyer. Ranes 
it suggests that school law is particularized and that the school administrator 
must have a professional knowledge of school laws in order to make deci- 
sions that affect education normally. It should not be necessary to use an 
attorney on school law itself unless there is some question of technical 
interpretation, unless a legal document has to be prepared, or unless legal 
action has to be initiated. On the other hand, although there is much law 
that relates specifically to education, a much greater body of law relates 
to the operation of government generally and affects education because 


education is a part of government. It is here where the services of an 
attorney are necessary. 


Religion and the Public Schools 


While any subject as nationally controversial as religion and the schools 
should be dealt with quite specifically by state legislation and districtwide 
school policy, the topic warrants at least a brief discussion. It is indeed 
an unusual year when the school principal is not accosted by some well- 
meaning parent and citizen because the school is or is not doing something 
in regard to religion. 

The need for a “wall of separation” between the church and the state 
was expressed by our forefathers so emphatically because of the cruelty 


of religious persecutions in Europe and the American Colonies. Thus the 
first amendment to our Constitution guarantees religious 


doms. It has a double aspect in that it “forestalls com 
the acceptance of any creed or pr 


the same time safeguards the “free 


and political free- 
pulsion by law of 
actice of any form of worship” and at 


exercise” of the chosen form of religion. 
In this double aspect of the First Amendment it places on the school 
as an arm of the state the responsibility of maintaining a “wholesome 
neutrality.” 


The question of furnishing free textbooks 
and other such “child benefits’ have b 


» transportation, school lunch, 
the courts and are matters that 


een tested hundreds of times in 
are determined by state constitutions and 
tate statutes as they relate to the First Amendment to the U.S. Constitution. 
Other questions may arise that are more specific to the school. 

The question of released time or dismissed time during regular school 
hours for religious ceremony or instruction comes up with some frequency 


LEGISLATION AND THE COURTS 113 


in every school. State regulation and local school board policy should be 
clear in their handling of all aspects of this issue. The U.S. Supreme Court 
has acted on two cases involving released or dismissed time. In the first, 
known as the McCollom Case,’ parents objected because the children 
were instructed in the classroom of their building and those students who 
did not want to participate were required to leave their classroom and 
go to another part of their building. The courts declared this unconstitu- 
tional. In the second case, a New York statute provided for released time 
building and grounds to attend religious 


permitting pupils to leave the 
centers for religious instruction.* The Supreme Court declared this consti- 


tutional. From these cases it is clear the Constitution does not require 
schools to be hostile to religion nor does it prohibit cooperation between 


schools and churches, but the nature and degree of cooperation is important; 


and if it exceeds certain reasonable limitations the relationship will violate 


the Constitution. 

Much the same philosophy prevails regarding prayer and Bible-reading 
in the schools. In the Engle v. Vitale case the New York State Board of 
Regents had composed the following “nonsectarian” prayer that they rec- 
ommended be read daily: “Almighty God, we acknowledge our dependence 


oh Thee and we beg Thy blessings upon us, our parents, our teachers and 
our country.” The Supreme Court ruled that it violated the establishment 
clause of the First Amendment, and therefore must be excluded from use 
by the schools.® There followed other numerous attempts to circumvent 
the ruling and develop truly nonsectarian prayers. In an Illinois school 
district the following simple verse was rejected by the courts even though 
it had no specific reference to God: “We thank you for the flowers so 


sweet; we thank you for the food we eat; we thank you for the birds that 


sing; we thank you for everything.” * . ER 
hool prayer” decision in such 


Thus, the courts have interpreted the “scl pci 

a way as to prohibit essentially any attempts to bring a spiritual message 

in the classroom. While in some cases the courts have held that Bible- 
] result of many cases is that 


reading is a sectarian exercise the genera aln pe 
$ SP as eX 

laws and regulations requiring almost any type of religious exercise is 
unconstitutional. However, the study of the Bible and religion, as a part 
of a secular program of education, for their literary and historic values 
a 


is not unconstitutional.” 
4 People of the State of Illinois ex rel. McCollom v. Board of Education, 333 U.S. 


203 (1948). u.s. 306 (1952). 


5 Zorach v. Clauson, 343 421 (1962) 
Engle v. Vitale, 370 usie sity School District, 428, 384 F 2nd 836, 


1 DeSpain v. DeKalb County Communi 
go = ae David J. Sperry, Education Law and the Public Schools: A 
Compendium (Boston: Allyn and Bacon Inc., 1978). 

9 School District of Abington Twp. V- Schempp an 


203 (1963). 


d Murray V. Curlett, 374 U.S. 
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Common Liability Situations 


The law grants to each individual certain personal rights in regard to = 
way he/she may be treated by others. These personal rights are = aa “i 
matically eliminated because he/she is a child or because he/she is i 

school. Defamation of character, (libel and slander) and assault and battery 
are common sources of trouble as far as schools are concerned because 
there are so many incidents of disciplinary problems where punishment is 
administered and statements must be made orally or in writing in the 
line of duty regarding a student’s wrongdoing; teachers and principals make 
value judgments about a student’s behavior based on their own standards, 


or tempers become high and statements are made in the heat of the 
moment. 


To prove defamation of character (libel and slander) the following 


elements must be shown: (1) publish or communicate a false statement 
concerning another, (2) the statement brings hatred, disgrace, ridicule, or 
contempt upon another person, (3) damages resulted from the statement." 

Of course the professional person is protected if he/she indeed acts like 
a professional person. The courts are most understanding of the teacher 


and administrator who is responsible for many children and who must 
relate with all the parents and 


adults in a community; therefore, courts 
will not assess liability if communication was made in good faith, without 
malice, in answer to an offici 


al inquiry and done in performance of a duty 
to society." Nonetheless, as one reviews the court cases, particularly in the 
last few years, one realizes that 


society is becoming more conscious of the 
rights of a student whether a six-year-old or a seventeen-year-old. The 
teacher is finding it more difficult to hide behind the cloak of in loco 
parentis. Accusations regarding copying, lying, stealing, questionable sexual 
behavior, intelligence, judgment, and so on, 


cannot be made carelessly 
or callously—nor should they be! 


Adequate Supervision 


The situation often arises in 
takes place or unintention 
whether the children were 


a school where some 


unfortunate incident 
al injury occurs. The 


10 Oral comm 


tunications of a defamator 
of defamatory 


y nature are slander. Written communications 
re pee are called libel. 

Beckett v. Cross eld, 190 Ky. 751,( 1921); Kenory v. Gurley 208 Ala. 623 (1923). 
Ct 420 U.S. 308 (1975); Monell v. New York City, 46 USL oe 
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d without its consent? Educators riding on the 
cloak seldom were held liable for carelessness 


or i 
Aae supervisory practices. However, again we see a change 
s iio ba a N = and more governmental immunity is being considered 
gael’ m : e Middle Ages. States are passing legislation overturning 
üle, solit p a while recent court decisions often upheld the immunity 
i] se and dissenting opinions suggest the common-law doc- 
aed th o questionable validity in the future. As stated by the Illinois 
aang ourt in the Molitor case: “We conclude the rule of school district 
rightful mmunity is unjust, unsupported by any valid reason and has no 
ul place in modern day society.” ** In considering the teachers’ and 


administrz oa pili i 
orgs a increased susceptibility to court action for lack of super- 
ion or for improp the statement of the dissenting 


«tea i er safety precautions, 
judge in Ohman v. Boar f City of New York is of interest: 


soverei 

: M reign and cannot be sue! 
all o i W 
ail of this old common-la y 


d of Education © 


a single classroom, without 
reasonably anticipated that 
jury upon themselves 


gathered in 


it may be 


r of children are 
pervision, 
ict unintentional in 


When a large numbe 
any effective control or su 
certain of them may so act as to infl 

or their classmates. Children have known proclivity to act impulsively with- 
out thought of the possibilities of danger. It is precisely this lack of mature 
judgment which makes supervision so vital. It may be reasonably anticipated 
that the prolonged absence of authority at 3 i hen children’s activities 
are usually supervised will result in such a $ demonstrated in 


the instant case.™* 
een most sympathetic to the difficult role 


held them generally respon- 
ate supervision, proper instruction, and keep- 
onable repair.” The principal is not ordi- 
chers or employees if they are properly 
if duties are assigned for 


] courts have b 


While in genera 
the courts have 


oi feadher and administrator, 
sible for the following: adequ 


i 5 5 
ng all equipment m safe, reas 
gence of tea! 


a liable for the negli 
appointed and qualified. On the ot f 
which the teacher Or aide is ese duties do not fall 
within the scope of employment the principal may be held liable.*® 

The principal should also accept the responsibility for alerting teachers 
to ways of avoiding unfortunate inci ry to students during school 
activities, For example: 
l. Teachers should be asked analyz ir courses and teaching pro- 
s rdous situations and then take appropriate 


cedures for possible haza 
i m N _ King can do no wrong.” 
Derived from English Jaw ey Unit District No. 302, Supreme Court of Illinois 


13 Molitor v. Kaneland 
18 1. Qnd 11 (1959). 

5 300 N.Y. 306 (1949). 
D 5 Kern Alexander, Ray 

inn.: West Publishing Company, s 

16 Gray v. Wood, . E. 123, ol 
N.Y.S. 850 (1937). 


, Public School Law (St. Paul 


‘entral School Districts 295 
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steps to eliminate all dangers that can reasonably be avoided and/or 

provide special supervision and safeguards when they can’t be avoided. 

Written instructions, adequate warning of danger points, and close 

supervision should be provided when the student engages in activities 

that are dangerous and that require special skills and knowledge. 

. When engaging in field trips special instructions should be developed 
for all possible situations; parents should be informed of the trip; and 
additional parent or adult help should be solicited if the situation is 
such that the teacher cannot properly supervise all students p 
The school office should have a record of such 

4. A student should not be asked to help or a 

is beyond the student’s physical or mental cap 

. Arrangements should be made so that student 
overmatched in recreational 

6. If a student must be sent ho 


articipating. 
arrangements. 

ssist with any task that 
acity. 

s are not mismatched or 
activities and intramural functions. 


me during school hours, parents or guardians 
should be notified and proper arrangements made for safe passage home. 


The school office should have on file emergency procedures in the event 
parents or guardians cannot be reached. 

7. If a student is seriously injured, competent medical help should be 
summoned (if possible, with the approval of the parent). Nonmedically 


trained staff should not attempt to administer first aid directly unless 
it appears necessary to save a life..7 


Corporal Punishment 


major controversial issue within the 
chool districts are prohibiting or 


al punishment through written sc 
pted legislation prohibiting its use in schools.18 
hould understand that they must abide by the 
district and the laws of their state. Failure to 


nation. Just as serious, a teacher acting without 
for civil and crimi 

minal char 
battery, a arges for assault and 


are placing 
hool policy. 


17 See Gee v, Sperry, 


e op. cit, p. T- - i 
Pr pe Pic hs Op p. T-28 to T-44, for a more thorough discussion 
18 New Jersey was the first stat 


$? 113 NE. 2nd 757 Ohio (1953), {Pt such legislation. 
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(1) The teacher stands in loco parentis (i.e. in the place of a parent) and 
acts in a quasi-judicial capacity, (2) the teacher's responsibility attaches 
home to home (ie. while the pupil is on the way to and from school), 
(3) there is a presumption of correctness of the teacher's action, (4) there 
is a presumption that the teacher acted in good faith, (5) severe punish- 
ment on the part of the teacher does not constitute a crime unless it is 
of such a nature as to produce or threaten lasting or permanent injury or 
unless the state has shown that it was administered with either express malice 
(i.e. spite, hatred or revenge), or implied malice (ie, a wrongful act 
wantonly done without just cause or excuse), and beyond a reasonable 
doubt. (6) The defendant teacher is entitled to all the benefits and safe- 


guards of the well-known presumption of innocence. 


Although these propositions generally would pertain today, greater dis- 
cretion must be used in punishment because of (1) the present-day 
tendency to limit the in loco parentis concept, (2) the greater emphasis 
on individual rights of students, (3 )state legislation and local school policies 
that restrict the right of teachers in regard to corporal punishment. 

It is interesting to note that two federal district courts refused to tule 
corporal punishment in the public schools unconstitutional on the basis of 
either the Eighth or Fourteenth Amendments. In both cases it was noted 
that no other federal courts have held corporal punishment to be a denial 
of due process. Both courts were reluctant to interfere with the discretion 
of school authorities in disciplinary matters unless their action was clearly 


arbitrar a , or excessive.”° 

ea pmt Court generally reinforced these „decisions in 1976 

and 1977. Because they are the first two court cases involving corporal 
punishment to come before it they are considered most authoritative. 

In the first, the Baker v- Owen Case, the Court ruled that under the Four- 

i ts did have the right to determine and choose 

ng their children. Beyond that, however, it 


teenth Amendment paren 
ailing interest in the maintenance of order 


among the means of disciplini 

asserted the state has a counterv: 1 

in their ocitol “Jt should be clear beyond peradventure, indeed, self- 
evident that to fulfill its assumed duty of providing an education to all 


i hools.” ** 
who want it a state must maint s sch A that pubi hool 
In tł ond case the U.S. Supreme Court asserted that public schools 
he sec a é 


+ „vision of the public and thus there are 
crutiny and supervisi i 
sufficient piers arom abuses prevented by the Eighth Amendment 


: ted: 
to our Constitution. The Court sta 
administrators are privileged at common law to 


; ishment as is reasonably necessary for the 
inflict only aa corpora Tine of the child; and punishment going beyond 
proper coment’ in both civil and criminal liability. As long as the 

7 e ma 
ee f S 657 (ND Tx 1971); Sims v. Board of Education, 
20 Ware v. Estes, 328 F. Supp 6°), F, Supp. 678 (D. N. Max 1971). 


Independent School District No- 22, 
21 423 U.S. 907 (1976). 


ain order in it: 


Public school teachers and 


118 j BASES FOR OPERATION 


schools are open to public scrutiny there is no reason to believe that the 
common law constraints will not effectively remedy and deter excesses such 
as those alleged in this case.22 


Legal Representation of Students and Parents 


In serious disciplinary cases, e.g., cases of suspension and expulsion, the 
request is frequently made by parents that the child and parents be repre- 
sented by an attorney. Altho 
where due process of law is not followed 
at a conference for the purp 


teachers, counselors, and administrators to plan educationally for the benefit 


of the child. This was well stated by the court in Madera v. Board of 
Education of the City of New York.2? 


39 


The conference is not a judicial or even 
trial court misconceives the functi 


this. 


Confidentiality of School Records 


g a difficult 
ality, and accessibility, 


and Privacy Act 


22 Ingraham v, Wright 97 
23 U.S, Court of Appeals, 3 
24 FERPA was enacted as 
clarified by H.E.W. Rul 


S. Ct. 1401 (1977). 
SE 2nd 778 (1967). 
ublic Law 93-380, August 21 1974. It 

es and Regulations, 41 Fed. Reg. 24662 et seq. (June 17 19765 
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because of the power of the federal purse most state legislatures required 
their agencies to enact regulations consistent with FERPA; thus, it now 
stands as the controlling law dealing with the maintenance of school records 
The Act states that education records mean: “those records, files, doei 
ments, and other materials which—( i) contain information directly related 


to a student; and (ii) are maintained by an education agency or institution 
for such agency or institution.” Generally, FERPA 


students to examine and review their children’s or 
d on students; (2) provides opportunity 
for parents or students to challenge those records that are “inaccurate, mis- 
leading, or otherwise inappropriate”; (3) prohibits, except under special 
circumstances, the release of student record information to a third party 
without consent from parents and/or students; (4) requires the school to 
provide parents and students information concerning record-keeping pro- 


cedures and their rights under FERPA. 7° *7 


or by a person acting 
(1) allows parents or 
their own school records maintaine 


The Student as a Responsible Citizen 


with Certain Inalienable Rights 
society is moving toward the recognition 


There is no question but what our 
that children have certain inalienable rights as citizens, protected by our 
abrogated even though the child is 


constitution. These rights cannot be 
a minor or is a student in a public or private school. The unquestioned 


authority of the school is being questioned and the doctrine of the school 
standing in loco parentis continues to be more restricted and narrowed in 


its applicability. 

- Any consideration 
with the historic Supreme 
dent Community School Di 
ate-operated scho 


and responsibilities of students must start 


of the rights 
ion in Tinker v. Des Moines Indepen- 


Court opin 
strict: 
ols may not be enclaves of totalitarianism. 


School officials do not possess absolute authority over their students. Students 
in school as well as out of school are “persons under our Constitution are 
in the absence of a specific showing of constitutionally valid reasons to 
regulate their speech students are entitled to freedom of expression of their 


views.” 28 


in our system, st 


A problem of concern js whether school authorities can censor student 
material prior to its publication and distribution. The courts have ruled 


4) (A) (Supp. 1976). 
(4) ( to being knowledgeable about 


590 U.S.C.A. 1232¢ (a) a 

26 Supp. 1976). In addition 

© 20 U.S.C.A. 1232 g (e) i id also have some understanding of the Freedom 
k 8 Stat. 1561 (U.S. Code) Cong. and Ad News, 


FERPA, school administrators 5 Zag Š 
ati t, P 5 2, 3 = 
= renege pee 5758 (Dec. 15, 1974) and the Privacy Act, 1974. 
27 SE “The Buckley Amendment: Opening Shool ES for Student and Parental 
ia . versity Law Review 588 (1975). ad £ 
BS A Catho 1969). Ge also Goss v. Lopez, 419 U.S. 565 (1975) and Wood 
v. Strickland, 420 U.S. 308 (1975). 
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there is nothing basically unconstitutional in requiring students to ee 
materials to the school administration prior to publication and distri gi 
However, they must exercise restraint of distribution with great pee 
Enough recent cases have been determined in favor of students’ free = 
of speech and expression that it can be said that schools must be arme 
with strong burden of proof that censorship was absolutely necess 
the effective operation of the school.?° A princip 
the standards used by the U.S. Supreme Court as 
cient cause to curtail freedom of expression: *! ( 
ment of others to commit unlawful acts, (2) 
of words so inflammatory that they provide 
protection of the sensibility of others 
for the national emblem. 

Of course, when these standards are a 
someone’s judgment and value 


ary for 
al could very well apply 
reasons considered suffi- 
1) prevention of incite- 
prevention of the utterance 
for physical retaliation, (3) 
, and (4) assurance of proper respect 


pplied it is done on the basis of 
and as such they are subject to scrutiny 
and review. Courts are frequently using the lack of acceptable review and 
appeal procedures as evidence of unreasonable restraint.*? Even distribution 
of literature on school property cannot be considered under the absolute 
control of the school administration. Several court cases in this regard are 
somewhat contradictory; nonetheless, in the two best-known cases the 
courts were clear in asserting that unreasonable restrictions can be infringe- 
ments on the rights of free speech.?? 

The National Association of Secondary School Principals recommends 
the establishment of policy or guidelines to help the principal in the ad- 
ministration of his/her duties: * 


Guidelines of at least a general nature should be est: 

gorizing material which is libelous, obscene, scandalous, or clearly provoca- 
tive as unacceptable. It may well be necessary for principals to insist upon 
the right of distribution, or prior review, to ensure that they have an 
opportunity to make this judgment. To avoid unnecessary legal confronta- 
tion, suspension, and/or disruption, school regulations should provide for 
the appeal of the principal’s decision leading to final determination by the 
board. This would afford the board more participation in case-by-case 
process. It would also avoid throwing an impasse immediately over to the 
courts and assist in achieving uniformity within a particular school district. 
Generally, the restrictions and regulations governing responsible journalism, 


ablished clearly cate- 


29 Shanley v. Northeast Ind. S 
3° Scoville v. Board of Education of Joliet Township Higl 
286 F. Supp. 988 (1968); 425 F2nd 10 (1970). 
31 Korn v. Elking, 317 F. Supp. 138, Maryland (1970). 
oe v. Des Moines Independent Community School District, 


33 Eisner et al, v, Stanford Board of Education et al., Civ. No. 353 
Riseman v. School Committee of the City of Quincy, No. 7715 (1st 


1971). 
Association of Secondar: 


chool District 462 F., 2nd 960, 969 (5th Cir, 1972). 


h School District 204 (IIl.) 


393 U.S. 503 


45 (Ct., 1971); 
Cire., March 11, 
*4 National 


Y School Princi als, “Student Publications” 
Legal Memorandum, Oct. 1, 1971, pp. 4-5. n ndent Publications >A 


LEGISLATION AND THE COURTS 121 


as defined by the American Society of Newspaper Editors, should be applied 
with the clear understanding that school officials have the authority, indeed 
the duty, to provide for an ordered educational atmosphere free from 


constant turmoil and distraction. 


Regulation of Dress and Personal Appearance 


dress and personal appearance of 
esome. Unfortunately, in many of 
de to look arbitrary and reac- 


The controversy over the regulation of 
pupils has been long and somewhat tir 


these cases the school administration is ma 


tionary. 
This area provides an unfortunate example of how the schools seem to 


lag behind society. Cursory examination of any newspaper morgue will 
show that this appears to be a primary problem of schools beginning in 
the first quarter of the twentieth century with the concern being transparent 
hosiery and cosmetics up to the seventies where long hair, dungarees, shorts, 
miniskirts, and no bras become major issues. Until recently the courts have 
been inclined to agree with school authorities that unusual styles can be 


a disruptive classroom influence, ruling that this private aspect of the 
ay to the paramount right and duty of school 


pupils’ lives must give wa 

officials to maintain proper decorum and a favorable learning atmosphere 

in the classrooms. 
Recent decisions make one realize that school 

well to review their thinking on this issue. If they 

dress code for the school it better have the weig 

behind it or trouble will develop.** The U.S. Supreme 


wearing of antiwar armbands by students as a mani of p 
expression is protected by the First Amendment to the Constitution. At 


the same time they added, “The problem posed by the present case does 
not relate to regulation” of length of skirt or type of clothing, to hair style 
or deportment.” 30 However, a U.S. District Court has upheld tie right of 
a student to determine his own hair length.” The trial inne rejected as 
unsupported and insufficient the administration contentions that Cy pee 
hair on male students created a safety hazard in shop cage ia athletic 
activities, (2) long hair on male students is ET . iat stidentis 
and thus disrupts the educational process, and (3) indi — or eccentric 
dress is often correlated with a negative academic eme e ore 

The court relied on other recent cases in making its an ichards 
> Thurston, 424 F and 1281 (dst Cir. 1970), among others, found that 
W a ġ ause of the Fourteenth 


restrictions on hair length violate tł 


administrators would do 
+ do have a restrictive 
ht of student decision 
Court has ruled that 
festation of political 


he due process cl 
School District, 393 US. 503 


35 Tinker v. Des Moines Independent Community 
(1969). 
or Bern Hein, 329 F. Supp. 616 (D. Idaho Feb. 17, 1971). 


37 Berryman V. 
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Amendment. Another, an Idaho Supreme Court case, held that “hair length 
was a matter of personal taste protected by the Ninth Amendment.” f 
A case in Florida really put the principal on the spot. The Federal District 
Court ruled that Timothy Pyle was expelled by the principal improperly 
in that he was denied prior written notice of the school administration 
meeting in which he was expelled and the right to be heard or to present 
evidence of testimony on his behalf in violation of his rights under the due 
process clause of the Fourteenth Amendment. The court ordered Pyle’s 
reinstatement deleting from his records all previous suspensions, reprimands, 
and expulsions. It further cautioned the school against expelling students 
in the future because of long hair. Then, the court ordered the principal 
of the school to pay Pyle $100 compensatory damages in addition to $182 
for costs and expenses incurred.” 
As a general proposition courts have leaned toward the view that school 
boards have power to adopt “reasonable” regulations governing student 
dress and deportment. What is causing so much difficulty is the determina- 
tion of “What is reasonable?” Courts have varied so much in the deter- 
mination of this question that students armed with judicial precedents 
have successfully challenged a variety of school-promulgated rules and 
regulations as interfering with their personal freedom and basic rights as 
citizens. In reviewing many cases one gains the impression too often rules 
and regulations of schools are somewhat irrational because one has difficulty 


balancing educational and disciplinary requirements and health and s 
standards against students’ rights. 
The following general 


case law in school dress 


afety 


principles might be gleaned from the review of 
and grooming controversies, 


They should meet the standard of fairn 


specific grooming standards to cover partic- 

when working in industrial arts shop, home- 

or participating in band or athletic events, 

able to demonstrate through expert opinion and 

dress requirements are necessary. ) 

4. Implementation and enforcement of dress and grooming standards should 

be applied uniformly throughout the school. 

- Due process procedures should be available to 

with discipline for violating dress and groomin 


ular activities; for example, 
making, or chemistry lab 
(Authorities should be 
experience such 


all students threatened 
g standards. 


#8 Murphy v, Pocatello School District No 25, 94 Id 
5 } 5 s , 25. if aho 32 (1971 t 
39 Pyle y, Blews, No T0-1829-J.E, (D. Fla. March 29, or) 
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Right to Graduate 


In a number of cases administrators and boards of education have attempt d 
to enforce rules and regulations under threat of withholding a sae 
a course or not permitting the student to graduate. Courts have arent 
ruled that the board has a legal duty to issue a diploma to any pupil ewi 
has met the requirements. The classic case cited in this regard is Valentine 
v. Independent School District of Casey, heard back in 1921. The court 
ruled that the school authorities may determine if and when a pupil has 
completed prescribed courses entitling him to a diploma. Once the oul 
has successfully completed all required courses, the issuance of a diploma 


is a ministerial act the school officials must perform. Refusal of a pupil to 
wear a cap and gown at a graduation exercise may justify nonparticipation 
in the proceedings. However, such conduct on the part of the pupil will 
not justify withholding of the diploma. 

E. Gordon Gee and David Sperry est 


school officials in regard to graduation an 


Guidelines for School Officials 


e legal decisions regarding dip 
that: 


ablish some excellent guidelines for 
d issuance of diplomas.” 


In view of th lomas, it seems reasonable and 


supportable to suggest 
titutional or statutory dire 


1. If there are no cons 
governing boards of local school districts may 


ctives to the contrary, the 
establish the course of 


study that must be satisfactorily comp i for a student to 
be eligible for a degree or certificate of completion. The exercise of this 


authority is discretionary in nature and subject on 


ments of reasonableness. 
. Course of study requirements 
ought to be made available to 
3. Determination of whether stu 
entitling them to @ diploma r 
school district. In the performance 


quasi-judicial authority which must 
to issue written evidence of 


manner. age 
4. School districts have an implied duty 
f a diploma to those who have satisfactorily 


graduation in th 
completed a prescribed course of study. : 
5. School officials may not deny students their school records or other 
information pertaining to on status. 
6. After a student has completed 
diploma, the issuance of the dip 
no discretionary authority. i 
7. A student need not participate in graduation ceremonies to be con- 
sidered a graduate. A graduate is one who has honorably passed through 
the prescribed course of study and has received a certificate to the effect. 


183 N.W. 434. 
d David J. Sperry, OP- db; p. P 14. 


for the issuance of diplomas 
s and their parents. 

Il the prescribed conditions 
ing board of the local 


necessary 
all student: 


to 


nts prescribed for the 
terial act involving 


40191 Iowa 1100, 
41E. Gordon Gee am 
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8. A student who participates in a graduation ceremony, even at the invita- 
tion of school officials, but who has not successfully completed the 
course of study requirements is not entitled to the benefits of a diploma 
even though a document of some type may have been awarded. 


Married Students and Pregnancy 


A very common source of litigation was withholding of a diploma because 
of marriage or pregnancy of a student. While there appears to be an 
implicit desire by some to punish the girl who has transgressed, like Hester 
Prynne in The Scarlet Letter, recently court decisions have caused schools 


to reassess their attitudes, policies, and practices regarding married stu- 
dents and pregnancies. 


A more complete discussion on student marriages and schoolgirl preg- 
nancy is presented in another section of this book; however, the sign of 
the times is depicted in a 1971 federal court decision in Massachusetts.*? 
- The court ordered reinstatement of Miss Ordway despite a school committee 
policy that excluded pregnant unwed students and stated: 


In summary, no danger to petitioner’s physical or mental health resultant 
from her attending classes during regular school hours has been shown: no 
likelihood that her presence will cause any disruption of or interference with 
school activities or pose a threat of harm to others has been shown and 
no valid educational or other reason to justify her segregation and to require 
her to receive a type of educational treatment which is not equal of that 
given to all others in her class has been shown. 

It would seem beyond argument that the right to receive a public school 
education is a basic right or liberty. Consequently, the bur 


den of justifying 
any school rules or regulation limiting or terminating the right is on the 
school authorities. 


Massachusetts State Commissioner of Education, Neil V. Sullivan, in 
advising all boards of education in regard to the case stated, 
The Ordway decision reflects a widespre 
denial of equal educational opportunity t 
situations. There is also increasing recog 
interest is not served by excluding a student from school, diminishing her 
opportunity for education and inflicting possible psychological d 
thus affecting her future ability to support 
In conclusion, I believe that this federal court decision should prompt all 
of the schools of the Commonwealth to hereafter recognize that students, 
married or not, may not be excluded from school solely because of the 
fact they are pregnant. Naturally, the privacy of any student who prefers 
to remain at home during her pregnancy should be respected. . | .43 


ad and growing concern with the 
hat results from exclusion in these 
nition that the long run community 


amage, 
and care for herself and her child. 


42 Ordway v. Hargraves, North Middlesex Regional High School. 


43 National School Public Relations Association, School Girl Pregnancy: Old Problems, 
New Solution (Washington, D.C.: The Association, 1972), pp. 15-16. 
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Other states have reviewed their rules regarding pregnant and married 
students. For example, Maryland passed legislation that says that a pregnant 
student cannot be excluded from the educational program. The Michigan 
State Department of Education adopted new rules governing pregnant 
students in June 1971, concluding with this warning: “School authorities or 
other school personnel shall not order a pregnant girl against her will, nor 
coerce her, to withdraw from a regular school program.” 

In the same general category the married student in many school districts 
faces the possibility of ostracism and denial of rights that other students 
enjoy. The courts have been in general agreement that when a teenager 
marries he/she is emancipated and is no longer amenable to the compulsory 
attendance laws.’ In addition, there is overwhelming agreement that mar- 
riage in and of itself is not a valid reason for suspension or expulsion from 
school.’ The area of major controversy today centers around many board 
of education policies against married pupils’ participation in extracurricular 
activities, including leadership in school organizations, athletics, scholar- 
ship activities, band, glee club, social events, etc. Until recently courts were 


inclined to uphold the boards in this regard by asserting “the government 
in general, is committed to the discretion 


and conduct of public schools, 

of the school board. Courts will not interfere with the board’s exercise 
of such discretion unless it appears the board has acted arbitrarily or 
maliciously.” ** In the last two or three years, however, courts are beginning 
to question the reasonableness of such decisions. Many are citing the 
Michigan Attorney General's intervention in Cochrane v. Board of Educa- 
tion of Mesick.*? In this case two boys were denied the right to play foot- 
ball because of their married status. The courts upheld the school policy. 
However, the Attorney General intervened, contending, “They are entitled 
by law and public policy to the respect and security of community accept- 
ance in their married status, as well as to all the benefits of equal access 
to all public educational facilities, including their earned status in CO- 


curricular activities.” p 
The Michigan Attorney General’s in c c A 
standing assumption that school officials have a right to E student 
marriages by limiting or prohibiting participation of marie students in 
school activities solely on the grounds that they were married. Beginning 
and state court cases solidified the position that 


in 1972 a series of federal 
ace restrictions upon the school life of married 


school boards should not pl u i 1 i 
students.*5 While the practice of discouraging teenage marriages is prob- 


ate v. Priest, 210 La. 389, (1946). 7 
as State v. P Education of Harrodsburg, Kentucky v. Bentley, Ky., 383 S.W. 2nd 


677 (1964). A 
46 Casey County Board of Educati 


47 360 Mich. 390 (1960). ; i 
F . 821 (MD Tenn 1972); Davis v. Meek, 344 F. Supp. 
48 Holt v. Shelton, 341 F Supp School Dist. No. #7 350 F. Supp. 1180 (D.C., 


io 1972); Moran V- 
oe et Pean ERES 361 F. Supp. 295 (N.D. Ca. 1973); Bell v. Lone 


Mont. 1972); Houston V- 
Oak School ee 507 S.W. 2nd 636 (Tex. Ct. App- 1974). 


tervention challenged the long- 


on v. Luster, Ky. 282 S.W. 2nd 333. 
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ably desirable, it is highly questionable whether schools can legally establish 


any regulation that arbitrarily discriminates between married and non- 
married students. 


Sex Discrimination in Recreation and 
Interscholastic Competition 


+ two talented female 
n that prohibited them 
the Minnesota State 


ary age children. 
rmed the right of 
Amendment. The 
Health, Education 
public elementary or secondar 


education program or activit 
of the regulation: 


1. All schools must treat their students without discrimin 
of sex, including access to and participation in curricul 

curricular events, and school organizations. 

Sex-segregated physical education courses are not allowed, but sex 

separation can occur when contact sports are engaged in during physical 

education classes. 

3. Male and female students must be ins 
pate in athletic activities. Teams tha 
competitive skill and/or contact may have either separate teams for 
males or females or single teams open to both sexes, 

4. Facilities, generally, must be equally available to both sexes. When 


separate housing, locker rooms, and showers are provided they must 
be comparable facilities, 


ation on the basis 
ar offerings, extra- 


ured equal Opportunity to partici- 
t are established on the basis of 


49 477 F 2nd 1292 (8th Cir, 1973). 
5° HEW’s Regulation Under Title IX of Education 


al Amendments of 1972: Ultra 
Vires Challenges, 1976 B.Y.U.L. Rey. 133, pp. 169-8: 
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Summary 


Statutes, school codes, school policy, and the interpretation of these by 


the courts are a firm source of authority upon which every school adminis- 
trator can rely. Of course the laws cannot specify the what, where, and 
why of every possible condition; therefore there must be a wide range of 

a reasonable exercise of legislated 


implied powers in order to permit 
expressed powers. Implied powers because of lack of specificity are sources 


of much litigation. On the other hand, they allow progress, growth, and 
ynamic and imaginative administrator. 

The schools have been described as reflections of our democratic society 
where individual worth and rights are paramount and where children 
learn to be sensitive, productive citizens. Yet, when one reviews the litigation 
regarding the governing of children in school the conclusion is that rather 
than serving as m atic institution with great reverence 


odels of a democr: 
for individuals’ rights, schools are too often restrictive and repressive. 
Although few people will openly embrace the old-fashioned philosophy of 


spare the rod and spoil the child, a great deal of suppression of a student's 
rights takes place under the guise of proper order and operation of the 
school. Too many school authorities assume that the discipline of the school 
will break down unless children recognize that the teacher is the master 
whose rule is absolute. Uniformity rather than individuality is the major 


order of the day in many schools. Pa j 
We often think of our courts as conservative stabilizing elements in our 
society; however, to observe the changes in the interpretation of our laws 
aranteed in both our federal 


as they relate to the rights of the individual guara our 
and state constitutions is to observe the upholding of the basic rights of 
people. These same cases, however, make one concerned about the impact 


of our schools because it appears that schools lag behind in their adminis- 
tration of justice to the individual. There is no litigation because schools 
go too far in upholding rights of the individual—it is always just the opposite, 
and case after case reveals a record of schools being quite arbitrary in the 
suppression of unpopular and minority viewpoints. It becomes even more 
a matter of concern when one recognizes that most students and parents 
never litigate and are simply silenced by the plenary power that school 


authorities exercise OVeT their lives. 


experimentation for the d 


For Further Thought 
1. Is there a distinct dividing line between educational opinion and legal 
inion? Illustrate. ae 
2 a ee that every administrative action must be taken within a specific 
legal framework? Give some examples. 
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3. Why do practices started under the authority of implied powers so often 
become expressed powers and laws? 
4, How should elementary and secondary school principals particip 
the development of laws affecting education? 
5. The statement has been made that schools have generally lagged behind 
in their upholding of the rights of the individual. Debate this statement. 
6. Make a summary of all the educational legislation passed in your state 
in the last two years. What effect has this legislation had on school 
curriculum? On teaching personnel? On school services? 
. What do you think is the best way for principals and law officers to 
work together on cases where students may be involved in breaking 
the law? What cooperative preventive measures might be taken? 


ate in 


Part Il 


Improving Learning in the School 


book is the very simple but often 
of the students and learning by the 


students is the supreme reason for the school’s existence. Organization and 
be considered as means and not ends. In the 


administration must then 
f view the teacher becomes the most important 


development of this point o 
agent in carrying out the educational process. Therefore, a principal’s most 
important function is to help establish, develop, and maintain a teaching 


staff who will provide the best possible opportunities for teaching and 
learning. He/she then ministers to the teachers and students so that the 
teaching—learning environment and climate are of the highest order. 


The overriding philosophy of this 
neglected principle that instruction 
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Chapter 8 The Principal’s Major Task 


what principals see as their 


It is clear that there is a discrepancy between 
d in an earlier chapter, the 


major task and what they actually do. As note 
professional staff, the board, and the community expect the principal to 


be a leader. Yet, we find the principal spending an inordinate amount of 
time on activities other than that set of activities most groups including 
principals see as the major task, that of providing educational leadership 


to improve learning. 
A cursory glance at th 
palship will show that t 


to be done, records kept, data 
co-authors show the development of the role of the superintendent evolving 


through three stages: (1) clerk, (2) educator, (3) business manager, to 
a fourth emerging stage of chief executive and professional adviser.’ Stage 
two emphasized the role of the administrator as @ teacher-educator. But 
this role seems to have disappeared. Silberman agreed with Nyquist, Com- 
missioner of Education for New York State, that the term “principal” 
should become an adjective again. He further stated that restructuring of 
goals should occur sO that principals can return to the role of principal 


teacher.? 

Trump has suggest 
about three fourths 0 
as this have been semantica 
To those who wish to spen! 
it means that a smoothly 
and equipment, and get 


dency and of the princi- 


hese roles resulted from the fact that things had 
Campbell and 


gathered, and reports made. 


e history of the superinten 


ccounting and acquisition functions, 
m for all funds, supplies, 


ting teachers the things they want improves the 


and Control of American Schools 
203. 
Power, Authority and 


P „ The Organization 
1 Roald F. Campbell, et Mri Publishing, Co» 1970); P 


(Columbus, Ohio: DN 
jcs iati Colleges for Teacher Education, 
aon. Mal Association, aign ? Washington, D.C.: AACTE, 1971), p. 38. 

tional Association of Secondary School 


Decision Making in 
3J. Lloyd Trump, 
Principals, Reston, V: 


A School 


a. (1977), PP- 66-71. 
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instructional program. To those who operate on a trouble-shooter level, 
ready for all comers, it means that devoting time to “protecting” teachers 
from outside troubles allows them to teach and, hence, improves instruction. 
These things do contribute to the educational enterprise. But should the 
principal concentrate on these at the expense of more direct involvement 
with the quality of instruction in the school? 

There is little question that much administration consists of organizing 
and managing things, some of which are detailed, repetitive, and even 
mundane. This does not mean that these tasks are not important, for it is 
by the efficient accomplishment of these tasks that a case for administrative 
credibility can be made. If monies are not properly accounted for, if non- 
teaching technical and production work is not provided for the teachers, or 
if the maintenance and safety features of the building are not attended to, 
then other leadership activities, however well planned, will lose their 
impact. Such impact will be lost initially because of the administrative 
credibility gap. Innovations must have effective resource support if any 
stabilizing effect is hoped for. Even if the support is merely a well-thought- 
out scheduling of space, the lack of such support can create a barrier or 
at least an excuse for not pushing ahead with the logical next steps in the 
plan. The question is not whether or not careful attention should be paid 
to this aspect of administration. The question is, Should the principal first 
be held responsible for the accomplishment of these management tasks if 
he/she is primarily expected to exert educational leadership? 

A recent study of an influential group of parents gives a resounding “No!” 


Parents Emphasize Instructional Leadership 


Questionnaires were sent statewide to local parent-teacher association 
presidents, to state Congress of Parents and Teachers board members, 
and to council presidents.* The respondents were asked to prioritize by 
importance ten sets of five statements that reflected possible duties and 


responsibilities of a principal. These parents chose the following as high 
priority for the principal: 


Initiate improvements in teaching techniques and methods. 

Make certain that curricula fit the needs of students. 

Direct teachers to motivate students to learn at their optimal levels. 
Afford teachers the opportunity to individualize programs. 


Direct teachers to coordinate and articulate the subject matter t 
on each grade level. 


Cue rb 


aught 


4 This study by T. L. Drake wa 


s co-sponsored by the Indiana Congress of Parents 
and Teachers and by the Te 


achers College, Ball State University, 1978. 
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It is very clear that these parents’ priorities focus upon the principal's 
responsibilities in improving curriculum and instruction and upon directly 
exerting influence upon students. This becomes even more clear when 
contrasted with the five items the parents saw as having relatively low 
priority. 

The least important items were: 
. Becoming involved in community affairs. 
. Maintaining a school maintenance schedule. 
. Scheduling the activities of the school. 
. Maintaining school records. 
. Performing other administra 
The total responses are represen 


tive duties assigned by the superintendent. 
ted in Table 8.1. 

be viewed as advocates for the idea 
an educational leader focusing on 
tive detail. 


oP OD 


It appears that parents’ groups may 
that the principal should be primarily 
instructional matters as opposed to administra 

Another study conducted by the author in 1977 indicates that role per- 


ception is viewed as a hindrance in spending the time desired on certain 
job tasks. Table 8.2 shows the supervisory task, percentage of principals 
responding who wish to spend more or less time on that task, and the 
percentage of the respondents citing role perception as the hindrance. 
Only the last task noted in Table 8.2 was viewed as having another type 


of hindrance greater than role perception. 


Preventing Means from Becoming Ends 


Too often carrying out necessary s 
the goals of the job of the principa 
goal and instructional leadership is W' 
behavior on the part of the administrator 


him/her to give priority to secondary goal 
or keeping-school becomes the distortion of the goal of educating children. 
Again, the support system oF means becomes the end. The profession must 
protect the role of instructional leadership from becoming a secondary 
goal. The person incumbent in such a position must be given the means 
to maintain his/her er as well as not allowing 


role as instructional lead 
the support tasks to be unattended or less effectively done. 
It is obvious that the s 


ize of the school is a factor that influences the 
balance of support tasks and leadership tasks. A small school of eleven 
teachers and two hundred and fifty pup! 


Is will not demand the same amount 
of support tasks as @ school of six hundred and a staff of twenty-six, or a 
high school of two thousand students. In several communities the small 
school is the order of the day either by design, tradition, or both. It is 
possible that the princip 


al can be expected to carry out both sets of tasks 
equally well. Practice wou 


upport tasks leads to the distortion of 
1. The support tasks become the main 
orked in, wherever there is time. Such 
reinforces those who work with 
s—hence, the running-a-tight-ship 


Jd indicate that over a period of time this may 
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Taste 8.2. Supervisory Tasks Needing More Time for Which Role 
Perception Was the Identified Hindrance. 


% of Respondents 
Citing Hindrance of 
Task More Time Needed Role Perception 
Defining program goals and 
developing strategies to 
achieve them 38.1 33.3 
Assessing educational needs of 
students and identifying 
learning outcomes 34.7 54.5 
Evaluating teachers TL 50.0 
Selecting and assigning staff 25.0 37.5 
Assisting teachers to analyze 
individual teaching performance 34.7 25.0 
Coordinating inservice training 
to enable teachers to extend 
34.7 25.0 


teaching competencies 


not be the case in that one set of tasks tends to become quite dominant, 
and of course it is that set with which the principal feels most comfortable 


or for which central administrators hold him/her primarily responsible. 
In the larger schools, particularly in larger systems, day-to-day support 
tasks demand priority so that the institution functions. This has traditionally 


fallen upon the principal to oversee. 
What provisions might be made s 
educational leadership is not displaced by “c 


t Principal Is Not the Answer 


ked out a good solution to the problem. If size seems to 
s to appoint an assistant principal. The 
rationale usually includes the experience that can be gained by the person 
her preparation for a principalship.° 

vell be the reason it is necessary 


so appointed that is valuable to his or 

This kind of training experience may very W 

to write about means becoming ends. Is it really necessary for a person 
who holds or is working for an advanced degree or certificate to spend 
several years dealing wi t tasks to learn how best to effect 
instructional leadership? Should not the selection process for prospective 


principals be centered upon behaviors exhibiting orientation to people, to 
optimizing, to motivating, to innovating? Are these gomg to be developed 


o that the primary responsibility of 
Jerking” functions? 


An Assistan 


No one has wor 
warrant it, common solution i 


boards’ viewpoint, see W. Jack 
the Management Team?” The 


5 For a discussion from an_ association of school 
Indiana Association of Junior and 


Peterson, “The Assistant Principal—A Member of 
Hoosier Schoolmaster, Vol. 19, No. 2 (Indianapolis: 
Senior High School Principals, Winter 1977), pp- 8-9. 
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by providing the prospective principal with a job that of necessity must 
be oriented to support tasks that are systems and control-oriented? V iewing 
it from another vantage point, does this tack provide the principal with 
the most effective and efficient way of handling the support tasks? Would 
not a person specifically trained in these tasks and interested in performing 
them be a wiser use of human resources? 

In fact, do many of the tasks require a certificated educator to perform 
them? A single Services Coordinator might be assigned responsibility for 
supporting services in two or more smaller schools while the larger schools 
could require the full-time duty of a coordinator. 

The Services Coordinator would work as a team member with the 
principal and the faculty, providing the best possible system of support 
services in all areas. He or she would not necessarily be required to be a 
certified teacher, but he/she would certainly be more effective if he/she 
were conversant with the educators point of view of the day-to-day 
operation. 

The coordinator position would be regarded as a career-type position, 
but should not be viewed as a “dead end” by the system or the incumbent. 
The purposes of such a position would be: 


1. To free the principal for instructional leadership activities. 

2. To develop more effective and effic 
services. 

3. To assist in operational planning. 

4. To provide needed day-to-day oper 
staff. 


ient means of providing supporting 


ational services to the instructional 


The roles of the principal and of the coordinator would mesh in long- 
range planning and day-to-day operation such as portrayed in Table 8.3. 


Differentiated Deployment of Resources 


The principal can no longer continue to be all things to all people all the 
time. It is imperative that different patterns of assigning responsibilities 
for the myriad of tasks in any school must be tried. Below are some alter- 


natives designed to allow the principal to be held responsible for his/her 
major task of educational leadership. 


The Services Coordinator 


The first edition of this text proposed the est 


ablishment of a Position(s) in 
each school district th 


at might be given the title of Services Coordinator. 
The persons assigned to these positions would be held directly responsible 
by the central administration for the supporting management services 
necessary for the effective Operation of each school within the district. 


He/she would be accountable to the central administration for the proper 
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Taste 8.3 Possible Tasks of Principal and Services Coordinator 


Principal 


Services Coordinator 


Instruction 
Objectives development 
Staff development 
Program evaluation— 
development and interpretation 
with staff, students and 
community 
Media development 
Curriculum 
Development/innovation 
Research 
Materials development and 
research 
Students 
Direct involvement 


Faculty 
Selection 
Assignment 
Development 


Community 
Planning and executing two-way 
communications programs 
Involvement in community affairs 
tangent to educational concerns 
Finances 
Planning with central staff 
Budget preparation with 
coordinator 
Approval of internal projects 


Space 
Establish programmatic priorities 
Planning new and renovated space 


operation of these services On 
same time would be 
he/she is assigned to see 

The services coordinator 
office administrator for those serv 
the business functio 
consideration, he/she 
principal's recommendations 
influence upon the decision. 

He/she would be account 
his/her work in facilitating 


would be 


a coordin 
accountable to the princi 
that the school 
would there 
ices, procedures, 


ns of the schools. 
under the central office; however, the 


as to his/her e€ 


Instruction 
Data gathering and reporting 
(development of needed systems) 
Maintenance of media equipment 
and ordering 


Curriculum 
Materials acquisition and 
accounting 
Materials production 


Students 
Data gathering/ analysis 
Reporting to central office 
Activities scheduling 
Faculty 
Local school responsibility for 
records and reporting 
Communication of personnel 
information to faculty 
Community 
Materials production 


Finances 

Accounting for all income and 

expenditures 

Operation of cost system 

Budget preparation with principal 
Space 

Scheduling/ utilization 

Maintenance 

Clearing house operations 


ated, districtwide plan, and at the 


pal of the school to which 
is receiving the services efficiently. 


fore be accountable to the central 


and reports dealing with 
For salary, tenure, or promotion 


ffectiveness should have a major 


able to the principal for the effectiveness of 
the instructional program. If any conflicts 
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Ficure 8.1 Organizational chart showing utilization of a services co- 
ordinator. 


Superintendent 


Central Office 
Administrator 


Assistant Superintendent 
for Instruction 


Teachers and a 
Special Services Personnel Jj 


Services Coordinator(s) * 


*One Services Coordinator might serve several small schools. 


occurred that appeared to be unresolvable between the principal and the 
services coordinator, they could be resolved between any of the next higher 
positions, keeping clear that the business stream is a service to instruction. 
Clearly delineated areas of responsibility will minimize misunderstandings. 
The organizational chart could look like Figure 8.1. Variations on this 
would depend upon how many schools could be serviced. A 1 
would require 100 per cent of the time of one coordinator. 

The individual school or system could decide how best to communicate 
needs and receive services from the coordinator, His/her function would 
be strictly a staff function and would not have line authority over any 
professional staff in the individual buildings. 

It is the intent of the foregoing to place the major responsibility for 
educational decision-making upon the principal and relieve him/her from 
being held accountable by the central administration for supporting services 
and management detail. It returns to him/her the role of educator so that 
he/she no longer is swamped with demands not directly related with the 
learning of children—nor can he/she use those demands as excuses for not 
being directly involved. 

Similar kinds of positions are described by Trump. 
note that the principal in these models is devoting 75 
time to improvement of instruction and 25 per cent to 
suggests a building administrator (not the principal) 
offices, the cafeteria, facilities, transportation 
roles in larger schools. 


arge school 


° It is interesting to 
per cent of his/her 
management. Trump 
to supervise general 
, and so on, along with other 


Other Possibilities 


The principal must not be forced into ch 


oosing between being a manager— 
procurer-scheduler or being an educati 


onal leader. Yet, forces continue 


ê Trump, op. cit. 
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Ficure 8.2. Organizational chart for small school utilizing executive secre- 
tary and part-time personnel. 


Principal 


(Scheduling activities 
(Routine correspondence 
(Visitors 

(Central office liaison 
(Office manager 
(Personnel records 


Ass't. Principal Executive 
Curriculum/Instruction Secretary 


Hourly personnel 
for monitoring 
tasks 


1/2 time 
Duplicating/ 
media production 


1/2 time 
Student budget 
data reports 


1/2 time 
Typing &/or 
filing 


to push toward making that choice. Again, the “ends” serving the “means” 
problem comes to the forefront in that the person responsible for the quality 
of instruction in the school is boxed into serving the central office support 
system. If the principal is to approach spending the majority of time in 
instructional improvement activities with classroom teachers and specialists, 
another person(s) must assume responsibility for the management details. 

The positive aspects of hiring permanent parttime help to do specific 
tasks are being documented by business at an increasing rate. Scheduling, 
data gathering and analysis, completion of report forms, materials ordering 
and maintenance answering routine correspondence, conducting and main- 
taining inventories, and many other functions may best be done by persons 
trained in these specific tasks. A highly efficient administrative assistant 
or executive secretary could head a services team of full-time and/or part- 
time people. Figure 8.2 suggests how this might work for a small school. 
Certificated or licensed personnel are not needed for many of these 


functions. 
gested to re-allocate 


All of the above are sug r 
e instruction. There is ano 


the principal’s time to a 
set of activities to improv ther set of considerations. 
o Free Personal Time 


Exploring Alternatives t 
ption) 


(Management by Exce 
As noted in an earlier chapter, the principal's time is demanded by many, 
t insistent set of voices demand that time be spent on administra- 
re so loud that principals do indeed spend most 


of their time on details rather than upon the main function of the school. 
It is not necessary to note the amount of time spent on administrative 
detail, but it may be functional to examine which of those tasks might 
actually be done as well or better by another person, or by changing 


but a mos 
tive detail. These voices & 
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central office procedure. Perhaps the task does not need to be done at the 
building level. 


Reorganizing One’s Own Time 


Often it is easier to put up with time-wasting meetings, dozens of forms, 
and having everything “go-through the principal” than it is to face the 
hard work and in some cases potential risk in attempting change. Obviously 
it is more difficult for a principal of a small elementary 
hundred with ten teachers to seek additional help than for 
a twelve-hundred-student junior high school. However, in m 
it may be a matter of re-arranging assigned responsibilities rather than 
hiring additional personnel. The following may stimulate the reader’s 


thought regarding means to free time for instructional leadership through 
the management by exception principle. 


school of two 
a principal of 
any instances, 


1. What details are required of principals by the central office that could 
be changed? The group of principals in the scho 
to prepare a staff study that identifies the possibl 
might be changed, along with a plan th 
with the time gained. Some areas that 
below. 

(a) Many meetings concerned with details a 
questing the presence of the princip 
the individual school would be bett 
pal, a faculty member, or a secret: 
have the chief at the meetin 
be a reasonable limiting of time spent this way. 

(b) When reports are required, correspondence and telephone calls 
often are made directly to the principal who then is required to 
relay instructions and provide personal direction to the staff. This 
consumes time. The central office likes to delegate but they often 


don’t recognize the necessity for delegation within the school. 


(c) The principal is often required to sign (or often insists on signing) 
all reports and correspondence that are sent from the school. There 
is no real reason why this needs to be done if the school has an 


involved staff and procedures and policies are established to give 
them proper direction, 


2. Learn to delegate 
can be the key to 


ol system may wish 
e changes, how they 
at shows what should be done 
might be examined are noted 


nd reports are called re- 
al when both central office and 
er served if the assistant princi- 
ary could attend. Everyone likes to 
g, but it is obvious that there must 
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There is a real art to the process of delegation. If a person fully 
comprehends and is given instruction relative to the details of assign- 
ment, is given proper resources and authority to complete it, and then 
is given credit for a job well done, one can very soon build and develop 
a confident staff having the competency to carry on business to the point 
that only matters of exception or special concern need to be referred 


to the principal. 

Often the principal will say, 
and clerical personnel can be 
in handling most noninstructional reports 
thorough in many aspects. 

3. Gain the confidence of the centr 
procedures and the delegation thereo’ 
the following: 

(a) Learn the expect 
reports and management detail. 

(b) Develop carefully written procedures relative to each report and/or 
management detail. 

(c) Make specific assignments 

(d) Provide for the proper tra 

(e) Establish a checklist of action contro 


(£) Develop a calendar control process f 
Conduct periodic checks during slack periods such as summer. 


4. Introduce staff to various personnel of the central administrative office 
dealing with their assignments to encourage direct contact and confidence 
in an acceptance of delegation process. The typical central administration 
consists of ten-fifteen different divisions or units. The administrator for 
these units (Personnel, Plant, Payroll, and so on) appropriately believes 
his/her work is most important and invariably wants to deal directly 
with the “boss” of the school, the principal, thinking this is the best way 
to get things done. This viewpoint can be changed as long as these 
administrators can be assured details 


important to them are being 
properly handled. Often, as proper relations 


hips are developed the re- 
questing unit will help in training the staff member to handle the details 
3 o 


exactly as they want them. 


“But I don’t have an assistant.” Secretarial 


as effective as educationally trained persons 
and detail, and often more 


al office in relation to your reporting 
f. This can normally be done by 


ations of central office personnel in relation to 


to staff. 

ining of the person assigned the task. 

] process for person assigned. 
or supervision and evaluation. 


To accomplish whatever set of tasks chosen, the rican ya hart 
with many variables. The number of variables will c sis rom : uilding 
to building and from time to time in any one ne ince ss is fect that 
there are options wherever there are changing varia? it = a so act that 
alternatives can and must be developed. The pricepe Ea s to optimize 
the human and material resources available, including those of his/her 


own personal behavior. 
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Resource Variables 7 


People 


The most important of all the resources is human. People—pupils, staff, 
parents, patrons, and “outsiders’—are the essence of a school. This fact 
alone provides the principal with an almost endless variety of alternatives. 
The principal who feels “locked in,” or in some way prohibited from initiating 
and implementing worthwhile changes is kidding him- or herself. The 
school is a system and as such a change in one part causes changes else- 
where in the system. If changes are made in one of the people variables, 
the other people are affected as well as time, information, program, 
and so on. 

A simple listing will suffice as an example of the variety of people varia- 
bles with whom the principals can work in developing alternatives. 
1. Pupils. 
2. Classroom staff. 
3. Specialized staff 

(Counseling, health, and so on). 
4. Central office staff 

(Information services, budget, data analysis, and so on). 
5. Community resource persons 

(Artists, musicians, civic planners, and the like). 
6. Professional consultants 

(state department of education, university, 


organizations, private re- 
source persons and so on). 


A decision to utilize community resource persons will raise a host of 
other questions that, when answered, will affect the use of time, space, and 
possibly materials and money. For example, shall community persons be 
relegated the role of guest speaker, or shall they become true resources 
working alongside the faculty? Do they work with faculty independently 
or with students or both? Shall they assist faculty to interpret the school’s 
effect upon out-of-school time as well as the in-school impact of pupil—pupil 
and adult—pupil interaction? 

It is obvious that changes will occur if community people begin to work 
in the schools. Changes resulting in the reallocation of more time to the 


same kinds of activities may not be a qualitative improvement in the lives 
of either students or teachers. 
How shall specialized staff be u 


tilized? Direct service to referred pupil 
clients only? A dual role of cons 


ultant to teachers and direct service to 


7 For another view of resources, see Francis P, Hunkins, 
cisions,” Educational Leadership, 30, No. 2 (November 1972 
jority of this issue is devoted to the utilization of available r 


“The Resources, the De- 


), pp. 103-106. The ma- 
esources, 
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pupils? Are their opinions to be used only when sought or shall the 
specialists’ inputs be formally planned in decisions about pupils? 


Time 

The use of time is one of the cost items over which the principal has the 
tate laws and regulations usually fix a minimum school 
acher contracts often state maximums in terms of 
, and institutions of higher education set 
ation or admission 


most control. The s 
day and school year. Te 
time. States, accrediting agencies 
minimum times students must spend to meet gradu 
Yet, within these parameters the principal and his staff have 
available to them. The utilization of time in the school 
d an expenditure item for the pupil as well as 
hool giving the pupil his/her time’s worth? To 
listen closely to the real messages behind the usual static, the pupils 
seriously question if their time is being spent wisely. The principal may 
find it useful to study the expenditure of time among the pupils, and 


faculty. 

Is it possible that the options available to students for the expenditure of 
their time contributes to their change in attitudes toward school? One 
junior high school principal states that the school demands that the students 


“sit quietly there in that unmoved movable desk and listen to our hang-ups 
and our bombast. And if you [students] dare to be anything but with us 
or passive, we'll wither you and shrivel you with scorn.” § What kinds and 
how much interaction occurs among students of the same age or different 


ages? Between adults and students? 


standards. 
many alternatives 
day should be considere 
for the faculty. Is the sc 


Information 
The principal is continuously faced with the ne 
It is important to determine what information i 
regarding individuals, groups of individuals, 
resources, and so on. 

Information is usu 


decisions. But it is also i 
maintaining what occasionally appear to 
any “one-sided” news s 


ed for the use of information. 
s necessary in what format 
budget, costs, community 


a necessary ingredient in making 
king friends—or at least in not 
be enemies. Take the press as 
tories or “misinformed” reports 
et or avoided completely if an aura of sharing informa- 
had been fostered instead of reinforcing the enclosed 
ditor of the local paper know the 
? Is information gathered, analyzed, and written in 
at for quick distribution? Is information volunteered 
ffice clearance if required) on locally “hot” issues? 


ally thought of as 
mportant in ma 


an example. How m 
might have been offs 
tion with the writer 
system image? Doe 
principal personally 
easily digested form 
(with proper central o 


s the education € 


8 Arnold Rosenberg, “An Angry Principal Speaks Out,” Learning, 1, No. 3 (January 


1973), p. 28 
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The planned sharing of information with various community/ parent 
patron groups is an opportunity not only to gain support in attitudes, but 
a means to discover and tap resources. Clearly stated facts in lay language 
(as opposed to pedajargon) in short, well-prepared pieces distributed at 
“rap sessions” in the community could go far to dispel the negative feelings 
generated by the appearance of hiding information. 

It is almost equally important to eliminate the generation and recording 
of superfluous data. Principals need to be alert to the all-too-common 
practice of the same data being gathered by different offices on different 
forms. This applies both internally and from central administrative offices. 


Certainly time spent duplicating information reporting is not optimizing 
resources. 


Programs and Materials 


There is an almost endless variet: 


y of combinations of programs and materials 
as is obvious at any displ 


ay area at almost any educational convention. The 
principal's concern is effecting the right matches between these combina- 
tions and the people who use them, both faculty and pupils. The principal 
will ascertain the consistency of these matches with the goals and objectives 
of the school. For example, an objective may be that instruction shall be 
individualized according to needs, interests, and individual learning rates. 
The principal is alert to the possibility that many “individualizing” programs 
are merely focusing on individualizing rate. Still others may be highly 
structured “scripts” for teachers to insure that all the children participating 
are doing so at approximately the same rate. The principal cannot make 


the best decisions about these matters in isolation. He/she must involye 
others. 


Money 


Too often the lack of money is blamed for the lack of innov 
learning situations. It is true that more money c: 
better by providing more alternatives to the use 
tions mentioned above do not require more 
require the reordering of priorities. It is recommended that the individual 
school be given as much budgetary independence as possible. This does 
not reduce accountability; rather, it increases the principal's accountability 
to use it wisely toward the improvement of the specific learning situ 
in the school. 

The idea of reallocation of resources within buildings is not new, but 
with the increasing crunch of inflation and tax limitations, the practice 
will become more common. The responsibility for reallocation of resources 
among department, service, or materials centers, or various offices should 
rest with the principal. But to optimize the available resources the principal 


ative teaching- 
an make a good program 
ts. Yet, many of the varia- 
money. They may merely 


ations 


S > 
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will wish to involve as much as is i i 

\ a a practical in terms of their time a 

interest, those affected by the decisions. f 
It would be expected that the principal will also be involved in the 

district level reallocation decision-making process. He/she should be well 

prepared with facts, probably beyond those data required by the central 

office, to support claims for reallocated funds. 


Space 

The utilization of available space is often controlled by tradition. The 
principal will wish to explore the effective utilization of walls, plants, out- 
doors areas, and community space resources such as parks, arboretum 
craft center, and so on. The creative use of existing floor space is inportant 
Of course safety regulations should be observed, but hallways, stages, and 
other underutilized areas could add to the flexibility of the school program.° 


Optimizing the Options 

As stated, the principal optimizes the utilization of available resources to 
improve the teaching-learning situations within the school. Two guides are 
suggested to enhance the optimization process: (1) Eliminate the com- 
partmentalization and segmentation of the school, the community, and 
even the lives of the students; and (2) view selection of alternative solutions 
to problems as a process involving those people affected by the decisions.” 
The principal is not the fulcrum used to pry loose the solution to a problem. 
The principal is concerned as much about the “people” of the problem as 
about the nonpeople aspects of the problem. Figures 8.3 and 8.4 partially 
illustrate the differences. The principal does not ignore budget restrictions, 
time problems, policies, and so forth. To do so is to act irresponsibly. But 
such things are not the essence of his/her job, nor a cudgel with which 
he/she reinforces his/her status position. They too should be viewed as 
aids to reaching the optimum solution. In some instances, effecting change 
in the nonpeople aspects of the problem may be the best solution, but often 


8.3. Principal-centered process. 


Information sources 


FIGURE 


ils concerning the creative use of existing facilities. 
ke and Jane S. Mouton, The New Man- 
1978). The authors discuss the relation- 


and managerial emphasis. 


9 See Ch. 19 for further deta: 
10 The reader is referred to Robert R. Blal 
agerial Grid (Houston: Gulf Publishing Cox 
ships between organizational goals, personal goals, 
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Ficure 8.4. Problem/people-centered process. 


Principal makes 
interaction 
possible 
Affected persons 


Implementation 


Information 


those merely serve as scapegoats or as devices to avoid facing the real 
problem. 

A good example of the problem people-centered process is illustrated 
by the case conference committee process noted in Chapter 12. 

Regardless of the shape of the organizational chart, we find the principal 
working with people. In the multi-unit school the principal works with 
unit leaders; the traditional high school with department heads, assistant 
principals, and so on. The important consideration is the emphasis of the 
work with them. If the management of things (attendance, accounting, 
supplies, reports, and the like) is the usual bill of fare rather than the 
improvement of the learning of individuals and groups of individuals, it 
is not hard to see why the image of the principal is as it too often is, 
Nor is it difficult to understand why Up the Down Staircase was written. 

Throughout this chapter the educational leadership role has been empha- 
sized with direct involvement with staff and students, The principal should 
be concerned about administrative detail and the support roles only as 
exceptions to the rule. The concept of management-by-exception should be 


subscribed to seriously. Some alternatives have been proposed, and there 
are predictable objections. 


Objections Anticipated 


The Principal Must Be in Charge of All 


The old objection is anticipated. To be effective an 
the principal must be in complete charge of the 
that goes on in it. The authors reject this reasoning in that the principals 
could be held accountable for educational matt 

practices throughout the country fly a 
Often personnel and programs oper 


adult community 
ams. Indeed, the principal would be 
ome basic understanding of the educational 


s and how they could work with his/her 


Programs, or even maintenance progr: 
remiss if he/she did not have s 
implications of these program. 
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own to improve the educational impact upon the community, but to hold 
him/her absolutely accountable for them would be in error. ; 

The authors feel the principal ordinarily need not be “in charge of all,” 
and should primarily be held responsible for educational improvement 
There is evidence that strong support for this can be found among teachiod, 
parents, and principals themselves. 7 


One Cannot Serve Two Masters 


If a position such as the services coordinator is staffed, an out-dated 
objection that might be proffered is that the services coordinator cannot 
be responsible to the principal and to a central office administrator. Again, 
practice will show that this not only can be done well, but in many cases 
results in improved services to the unit concerned. Specialists such as read- 
ing, speech, or social work personnel are responsible to the principals of 
the buildings they serve as well as to a director of special services. Clearly 
understood objectives, procedures, and channels of communication will 
alleviate problems, should they arise. 

Such a division of responsibility should fix the priorities on instruction and 
learning. Central administration staff should see themselves more in the 
role of providing service to that function, working through the building 


principal. 


Negotiated Contracts Will Preclude the Principal's 
Involvement in Instructional Leadership 


A review of organizational literature does not substantiate the truth of the 
myth that negotiated contracts will preclude the principal's involvement in 
instructional leadership. In fact, statements occur in resolution form that 
imply the opposite. Given the positions of parents and teachers, it is unlikely 
that principals would be allowed to hide behind that myth even if they 
wished to, which is not the case. See Chapters 10 and 11 for additional 


discussion focused on evaluation. 


Summary 


pal is to exert educational leadership to 
ch individual within the school. He/she 


st be viewed by the community, by the faculty, and by the students 
arily accountable for achieving this function. To accomplish 
be freed to direct his/her time and energy to that 
and energy drained away because of being 


The major function of the princi 
improve the quality of life of ea 
mu 
as being prim 
it effectively he/she must 
task rather than having time 
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held responsible for other pressing tasks. It has been proposed that a services 
coordinator responsible to the central administration through the business 
stream of the organization be held accountable for supporting services and 
accounting functions of the school. If such a position is not staffed, then 
re-assignments of responsibility must be made with development of strong 
liaison with central office administrators. 

Roles can be redefined. Interaction patterns can be changed. Options 
can be identified, alternatives developed, and, hopefully, restricting the 
principal's role to just keeping school can become a thing of the past. 

Focusing upon instructional leadership and being freed to do it certainly 
has implications for the competencies needed by a person proposing to be 
principal. But it is time—indeed, long past time—we make the move. 


For Further Thought 


1. Do you agree that the principal should retain veto power over faculty 
decisions? 


2. If a school uses community resource persons in addition to the regular 


teaching staff, other than certification and salary, what distinguishes the 
professional staff from the community resource persons? 

. How would you expect the duties of the principal of a small high school 

to differ from that of a large high school? 

. How would you defend the idea to a school board member that the 

principal is not the primary contact for every situation? 

5. Why is it that occasionally a teachers’ group will suggest that the position 
of the principal could be eliminated with no loss to the quality of the 
educational program? 

6. If a good administrative secretary could do man 
principal does, why doesn’t she/he? 

7. Successfully attending to detail can enhance the principal's credibility 
to expert leadership. What safeguards can be set to avoid the attention 
to detail from becoming the main task? 


8. Do not principals for the most 
to do? 


y of the things the 


part do those things they really want 


Chapter 9 Organizing to Improve Learning 


Each of the fifty states has a different pattern of school district organization. 
Few have uniform arrangements even within the state. There are over 
sixteen thousand different boards of education for the some sixteen thou- 
sand school districts throughout the United States, each with a great deal 
of freedom in managing its local schools. Volumes have been written on 
the powers and duties of boards of education throughout the United States, 
and it would require an encyclopedia to document the absolute differences 
in control and structure of these boards. 

The traditional conception of American educational institutions suggests 
a highly diverse educational system, each school district having its own 
unique approach to the business of providing education to its youth. The 
traditional conception also suggests a doctrine of local responsibility and 
autonomy, with broad and varied educational opportunities for children 
and youth. Actually, the basic organizational and instructional pattern of 
Schools throughout the United States is startlingly similar, and the options, 


while there, are extremely limited. 


Similarities Are Universal 


There may be diversity in a relative sense when American schools are com- 
pared to European schools; however, considered nationally, variations are 
minor. In general, the similarities are so universal that there are certain 
aspects of organization, structure, teaching procedures, and learning pro- 
cesses that apply to most schools throughout the United States: (1) Classes 
are graded rather than nongraded; (2) students are taught each subject 

Y a single teacher rather than by a team or series of teachers; (3) class 
Periods are of a uniform duration such as forty-sixty minutes; (4) the 
school year consists of approximately 180 days; (5) the formal school is 
held spring, winter, and fall and closed during summer months; (6) aca- 
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demic subjects are given an equal amount of time throughout the school 
year, no matter what the subject; (7) the academic courses in the school 
curriculum are essentially the same; (8) the student is expected to complete 
four years of high school before graduation; (9) all classes begin at the 
beginning of the semester or school year and end at the end of the semester 
or school year; (10) the formal school day begins at a certain time for 
students and ends at a certain time for students; (11) students generally 
remain in school for twelve to thirteen years; (12) an evaluation system 
(usually by letter grading) is provided for pupils that compares them with 
the group rather than themselves; (13) most schools have some semblance 
of a college preparatory, vocational education, and general education track 
system for students; (14) the school building and the classroom is where 
formal education takes place; (15) schools have a superintendent, a princi- 
pal, and a teacher hierarchy; (16) all schools have a board of education 
and are part of a state system, and so on. One could go on with a score 
of other similarities.* 

Observing these universal patterns throughout the country, it could be 
concluded that there are indisputable laws of learning and unimpeachable, 
noncontroversial teaching principles that force the above-mentioned charac- 
teristics upon our schools. Such is not the case; in fact, in many instances 
what is known about learning is inconsistent with patterns that have become 
so popular. The conclusion emerges that custom, tradition, and the demands 
of managerial simplicity have had more impact on the way schools are 
organized than anything else. In a sense a voluntary bureaucracy and 
structure has emerged throughout the nation, reinforced by accrediting 
bodies and federal, state, and local educational systems. Throughout the 
United States boys and girls are installed into similar types of school 
systems that are highly structured and organized. They are programmed 
into a college preparatory, general studies, or vocational curriculum. If they 
cannot adapt to that system and rebel through overt or covert behavior, 
and if they are in a school system with enough resources, enough concern, 
and enough leadership, a special program will be provided for them. While 
a limited number of school systems do provide a broad flexible program, 
it is clear that before a child becomes eligible for most of these special 
education programs or before some type of alternative school is provided 
it requires a declaration of failure, an unusual problem, or a special 
handicap. 

The present pattern of showing national concern after people have be- 
come problems is unfortunate. It is time for more school systems to 
incorporate diversity, flexibility, and a variety of options and learning 
places in the school and in the community so that each pupil can find 
learning strategies that suit him/her best and can move forward with 
success in terms of his/her own talents and interests. 


1See Alfred Lightfoot, Urban Education in Social Perspective (Chicago: Rand Mc- 
Nally, 1978), pp. 36-37 for more specific universals in curriculum and instruction. 
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Grade Organization and Grouping Patterns 


Historical evolution and tradition created the various ways of organizing 
grades in schools of the United States. Following the Civil War the trend 
was for children to start school in an eight-year elementary school beginning 
at age five or six and continuing to age thirteen or fourteen. A few of the 
better students would then go to secondary education in a four-year high 
school from ages fourteen to eighteen.* This organization, known as the 
8—4 plan, was the base for most types of grade organizations that at- 
tempted to take into account the particular schooling needs of different 
age groups of children and youth within a particular school district. 
Today the four-year high school is still the most common; however, with 
the rapid growth of the junior high school in the twenties and the middle 
sixties, a great variety of organizational patterns is in evidence in the 
elementary and middle grades. There does not seem to be any evidence, 
however, that these different organizational patterns are based on any 


systematic research.° 
Table 9.1 compares data from districts of varying sizes—small, medium 


and large—in 1971. 
It appears that the 6-3-3 organization pattern prevails in the larger com- 


TABLE 9.1 Patterns of School Organization and Percentage (Not Including 
Kindergarten or Nursery) ° 


School Population 


Grade 300- 3,000 25,000 
Organization 2,999 24,999 and above Total 
6-3-3 11.6 36.6 62.3 18.8 
6-2-4 17.4 21.3 10.2 18.2 
84 21.1 10.4 9.6 18.2 
5-3-4 8.7 11.9 7.2 9.5 
7-5 1.2 1.9 3.6 1.4 
6-6 22.7 3.7 1.8 17.5 
44-4 21 1.1 6 1.8 
other 15.3 13.1 4.8 14.5 


° NEA Research Division Data Bank, collected 1971. 


2 The four-year high school was probably influenced by the first public high school 
in the United States, which was established in Boston in 1821 as the English Classical 
School and then renamed the Boston English High School in 1824. This school 
originally began as a three-year school and soon adopted the four-year pattern. There 
followed half a century of trial and error in other states with three-, four-, and five- 
year high schools but following the Civil War the four-year program emerged as the 
most popular. 

8 William T. Gruhn and Harl R. Douglass, The Modern Junior High School (New 


York: The Ronald Press, 1971), p. 10. 
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munities, while the 5-3-4 organization is more common in the smaller size 
communities; however, a wide diversity of patterns may be seen.‘ 

The National Center for Educational Statistics analyzed the grade spans 
in secondary schools and discovered that 96 per cent of the high schools 
having a twelfth grade show grade spans as follows: grades 9-12, 7-12, 
10-12, and 8-12, listed in order of their frequency.’ Projected statistics 
indicate that the order remained the same in 1979. 


Percent of Attendance 
Grade Span Numbers Total H.S. Average 
Grades 9-12 7,616 45.4% 968 
Grades 7-12 4,868 29 % 468 
Grades 10-12 3,150 18.7% 1,180 
Grades 8-12 784 4.7% 643 
Other 376 2.2% — 
16,794 100 % 


An analysis further reveals a decided transition in organization of the 
intermediate grades. Obviously, the middle school movement and continued 
experimenting with grade levels in the junior high school made this a 
highly dynamic situation. Table 9.2 shows the great variety of organiza- 
tional patterns in existence throughout the intermediate grades. 


TABLE 9.2. Grade Span of the Schools 
Housing Intermediate Grades in the 


t5:* 

Grade Pattern Number 
Grades 4-6 644 
Grades 4-7 101 
Grades 4-8 249 
Grades 5-6 303 
Grades 5-7 101 
Grades 5-8 563 
Grades 6-6 182 
Grades 6-7 93 
Grades 6-8 1,334 
Grades 6-9 124 
Grades 7-7 104 
Grades 7-8 2,436 
Grades 7-9 4,898 
Grades 8-8 85 
Grades 8-9 174 

è Roy Nehrt, op. cit. 
4.N.E.A. Research Division data bank. atistics, Unpublished Study (Mimeo), 


5 Roy Nehrt, National Center for Education St 
1972. 
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Just as at the turn of the century, when educators recommended a 
smoother transition from elementary school to high school on the basis 
of the physiological, social, and intellectual needs of the adolescent, rather 
than on results of research into the effectiveness of various grade organiza- 
tion or grouping schemes, today’s educators are making similar recom- 
mendations—this time for the middle school—in the belief that today’s 
adolescents experience the onset of puberty earlier than did their parents.° 
Once again, however, the immediate reason for establishing middle schools 
was probably to relieve crowded conditions in other schools, a reason, 
Alexander warns, reminiscent of the one that signaled the junior high 
school movement.’ Other reasons cited by principals for establishing middle 
schools are as follows: “to provide a program specifically designed for 
students in this age group, to better bridge the elementary and the high 
school, to provide more specialization in grades 5 and/or 6, and to remedy 
the weakness of the junior high school.” In addition, a strong emphasis is 
reported on allowing individual progress in a wide range of exploratory 
activities facilitated by flexible grouping and scheduling.’ 


Grouping 


The concept of grouping within a grade level appeared when critics of 
graded classrooms challenged the lockstep organization, charging that it 
was too regimented for students. In our high schools today, cross grade 
grouping by ability, team teaching, and nongraded grouping ® appear to 
be the most prevalent practices dedicated to the pursuit of flexibility and 
increased efficiency in teaching/learning situations. 

Since 1922 researchers have been observing and comparing various group- 
ing practices in high schools; however, the results have been highly incon- 
clusive, leading experts to warn that generalizations are impossible.1° 

Ability grouping per se, the topic of a massive amount of research at 
both elementary and secondary levels, has been found to be generally 

. ineffective in improving academic achievement. This ineffectiveness, it is 
believed, is due in large part to lack of control of variables such as 
curriculum content and teacher competence.'! Teacher attitudes, also, are 


6 Luela Cole and Irma Hall, Psychology of Adolescence, Tth ed. (New York: Holt, 


Rinehart & Winston, 1970), pp. 68-76. N 
7 William Alexander, et al., The Emergent Middle School, 2nd ed. (New York: Holt, 


Rinehart & Winston, 1969), Ch. 9. 
8 James J. Fenwick, “Insights into the Middle School” Educational Leadership, 


(April, 1977) pp. 528-535. t 

9B. Frank Brown, The Non-Graded High School (Englewood Cliffs, N.J.: Prentice- 
Hall, 1963). 

10 Walter Borg, Ability Grouping in the Public Schools, 2nd ed. (Madison, Wisc.: 


Dunbar Educational Research Service, 1966). 
11 Warren Findley and Miriam Bryan, The Impact of Ability Grouping on School 


Achievement, Affective Development, Ethnic Separation. USOE, 1970 (Ed. 048-382. 
JM 000.502). 
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important, particularly if they foster a self-fulfilling prophecy.1* Several 
reviews concluded that there are no consistent findings.'* 1+ * 


Unfortunate Overemphasis 


Perhaps it is unfortunate that so much concern and study was spent on 
how the grades should be grouped and classes organized for the education 
of children. This created a great deal of strong discussion and preoccupa- 
tion on assignment of children within grades according to age groups, in 
many cases causing educators and the public at large to overlook the 
possibility that a class or grade system of organization might have been 
wrong in the first place. One could hazard the hypothesis that overemphasis 
on grades K-12 and the assignment of children to these grades according 
to age has done more to retard proper learning than perhaps any other 


factor in school administration. 
As far back as 1913 Dr. Frederic Burk, President of the San Francisco 


State Normal School, made a strong indictment of the traditional class 
system: 7% +7 


The class system has been modeled upon the military system. It is con- 
structed upon the assumption that a group of minds can be marshaled and 
controlled in growth in exactly the same manner that a military officer 
marshals and directs the bodily movements of a company of soldiers. In solid 
unbreakable phalanx the class is supposed to move through the grades, 
keeping in locked step. This locked step is set by the “average” pupil—an 
algebraic myth born of inanimate figures and addled pedagogy. 


ooo 


V. The Class system does permanent violence to all types of pupils. 

(1) It does injury to the rapid and quick-thinking pupils, because these 
must shackle their stride to keep pace with the rate of the mythical average. 
They do so, usually at the price of interest in their work. Their energy is 
directed into illegitimate activities with the result that in the intermediate 
grades a large portion of them fall into the class of uninterested, inattentive, 
rebellious, and unmanageable pupils. 
(2) The class system does a greater injury to the large number who make 
progress slower than the rate of the mythical average pupil. Necessarily 
they are carried off their feet by the momentum of the mass. They struggle 


12 Robert Rosenthal and Lenore Jacobsen, Pygmalion in the Classroom (New York, 


Holt, Rinehart & Winston, 1968). 
13 Walter Borg, op. cit. e 
14 Ruth B. Eckstrom, “Experimental Studies of Homogenous Grouping: A Critical 
Review,” School Review, 69 (1969), pp. 216-226. 
15 Larry W. Hughes and Gerald C. Ubben, The E 
Boston: Allyn & Bacon, 1978, Ch. 12. 
16 Frederic Burk, Remedy for Lock-Step Schooling. Monograph for Department of 


Education, State of California, 1913. : ! 
17 In using the term “class system” he was referring to assignment of children to 


grades or heterogenous assignment of pupils to classes within grades. 


lementary Principal's Handbook, 
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along, with greater or less pretense, but eventually they are discovered and 
put back into the next lower class. . . . By setting the pace of a mathe- 
matical average, education for nearly one half the class is made impossible. 


They are foredoomed to failure before they begin. . . . This policy is, of 

course, as inhuman as it is stupid. j 
ooo 

Could any system be more stupid in its assumptions, more impossible in its 

conditions, and more juggernautic in its operation? Every one of its premises 


is palpably false; every one of its requirements is impossible and every 
one of its effects is inefficient and brutal. Nevertheless this system has 


endured and has been endured for centuries. 


The “best organization” war raged on in the battlefield of grouping grades 
into appropriate units. William T. Gruhn and Harl R. Douglass, in their 
excellent discussion of the junior high school,’ point out that the impor- 
tance of pupils as individuals had been given little attention in organizing 
schools in the nineteenth century. They cite Eliot’s address of 1892 as a 


recognition of the individual’s importance: 
Every child is a unique personality. It follows, of course, that uniform 
programmes and uniform methods of instruction, applied simultaneously to 


large numbers of children, must be unwise and injurious—an evil always 
to be struggled against and reformed so far as the material resources of 


democratic society will permit. 


As further noted by Gruhn and Douglass, the National Education Associa- 
tion as early as 1902 stated their position on the 


of study, that they may be adapted to the pupils 
than that pupils should be adapted to a fixed 


exible system of grading. 


arrangements of courses 
to be instructed, rather 
course of study in an infl 
Possibly the most succinct statement about the controversy is the oft- 


quoted 


Best organization? Let fools contest. 
Whatever works best is best. 


The concern for the external organization of schools within a school 
district so that children wo ild be placed in the best overall learning environ- 
ment is a concern to be admired but unfortunately the concentration has 
been on the grouping of children for the best administrative organization 

] child and what was the best way for him/her 


rather than on the individua 
to learn. In all cases grades, classes, constant schedules, fixed classrooms, 


18 W, T. Gruhn and H. R. Douglass, The Modern Junior High School (New York: 
The Ronald Press Co., 1971), pP- 35-36. 
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and textbooks were constant structures that could not seem to be eliminated 
when attempts were made to focus on the individual.?® 2° 


Early Teaching—Learning Strategies 


Looking back over the past fifty years of educational development one can 
observe constant attempts to focus on the individual child. Research in 
child development and theoretical and scientific contributions in educational 
psychology, sociology, and philosophy were clear indicators that each child 
is an individual and that learning cannot be neatly categorized, nor do 
children learn at the same rate and in the same way. Taking cues from 
these studies from the twenties on, a great variety of new plans were 
developed by “cutting edge” educational thinkers and practitioners to adapt 
the new principles to learning for children. New names were coined for 
various teaching-learning strategies; some were named after the person 
who developed them, such as Montessori. Others related to the city or 
town in which they were developed, such as the Dalton Plan and the 
Winnetka plan, but more often than not they were named after the teaching 
approach or method such as: project method, unit method, activity program, 
contract plan, child-centered school, ability grouping, homogeneous group- 
ing, independent study, experience curriculum, common learning, core 
curriculum, life adjustment programs, etc. 

Most of the studies and programs were related to elementary education. 
This is generally true because it is easier to establish new approaches at 
this level because elementary education is almost exclusively responsive 
to the local community and its school district, while secondary education 
was restricted seriously by controls of state and regional accrediting, college 
requirements, and the state department of education. In 1932 the Progressive 
Education Association contributed immeasurably to changes in secondary 
education through the Eight Year Study of their Commission on the Relation 
of Schools and Colleges.** 

The study, generally approved by colleges and universities in 1932, 
established an effective cooperating relationship between them and thirty 
secondary schools for the eight-year period of the study. It permitted and 
encouraged the participating schools to go ahead and radically reconstruct 
their secondary curriculum to serve more nearly the needs of youth regard- 

19 Irvin K. Rice, “School Structure, Competency and Accountability” NASSP Bulle- 


tin (October, 1978), pp. 5-11. a 

20 Elizabeth Cohen and Eric R. Bredo, “Elementary School Organization and Innova- 
tive Instructional Practices”, pp. 133-151 in G. Victor Baldridge and Terrace E. Deal, 
(Ed.), Managing Change in Educational Organizations (Berkeley, Calif.: McCutchans, 


1975). s : | 
21 Progressive Education Association, The Story of the Eight Year Study (New 


York: Harper Bros., 1942). 
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less of whether they were going to college. The Commission and the schools 


held that: 


1. Success in the college of liberal arts does not depend upon the study of 
certain subjects for a certain period in high school; 
2. There are many different kinds of experience by which students may 


prepare themselves for successful work in college; 
3. Relations more satisfactory to both school and college could be developed 


and established upon a permanent basis; 
4. Ways should be found by which schools and college teachers can work 


together in mutual regard and understanding. 


A careful examination of the findings can leave no one in doubt as to the 


conclusions that must be drawn: 
First, the graduates of the Thirty Schools were not handicapped in their 


college work. 
Second, departures from the prescribed pattern of subjects and units did not 


lessen the student's readiness for the responsibilities of college. 

Third, students from the participating schools which made most funda- 
mental curriculum revision achieved in college distinctly higher standing 
than that of students of equal ability with whom they were compared.** 


The overall effect of these new approaches to teaching-learning certainly 
did much to break the lock-step of the traditional school, broaden the 
curriculum, and encourage a remarkable increase in special services such 
as audiovisual, library, curriculum materials, guidance, work experience, 
school lunch, transportation, school health, and recreation. 

Looking back over these early years of educational development, it is 
clear that the most radical changes in program and outlook have taken place 
in the elementary levels. This is true in the teaching approach and the 
concentration on the individual child. At the secondary level, the changes 
have been essentially on broadening services and offering more courses 
rather than on the teaching processes. The middle school and the junior 
high school have reaped some benefits from both levels but can be charac- 
terized generally as being influenced more by the senior high school than 
by the elementary school. 

Reflecting on these movements historically, one can trace development 
and emphasis starting in the twenties through the leadership of John 
Dewey, Frederic Burk, William Kilpatrick, Carleton Washburne, George 
Counts, and many others who could be classed as part of the progressive 
education and life adjustment movement. This movement began to fall into 
disrepute in the late forties and early fifties. Particularly with the advent 
of Sputnik there was a strong swing back to traditional teaching and school- 
ing with an emphasis on the “basics.” Then, in the sixties and seventies 
major problems of the cities began to make themselves felt. With the 
problems came the realization that schools were not really geared in action 
or philosophy to meet the needs of certain racial minorities and disadvan- 


22 Ibid. 
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taged children; thus, a new movement developed that encouraged new 
approaches to teaching and learning and even suggested some alternative 
forms of schooling that would be radically different from the normal public 
school. ** 


The Emphasis on Change and Innovation 


While social forces pressed for new thinking in regard to education, action 
by the federal government through the U.S. Office of Education was instru- 
mental in popularizing the emphasis on innovation and change. The land- 
mark Elementary and Secondary Education Act of 1965 especially recog- 
nized inequalities in American education and provided special funds to 
correct these inequities where there was a concentration of poor people. 
Head Start, Upward Bound, and Follow Through had similar objectives. 
Title III programs in particular stimulated new thinking and a turn-about 
attitude in regard to traditional approaches that weren’t working. New and 
appealing schemes for teaching and learning began to spring up and in 
the early seventies change-oriented educators were advocating new ap- 
proaches, incorporating such terminology as team teaching, open education, 
integrated day, alternative education, differentiated staffing, independent 
study, experimental schools, and so on. 

A general criticism of this period could be that in too many cases there 
was innovation and change just for the sake of change. Characteristically, 
America was rediscovered many times over again by the young and 
uninformed because there was no knowledge of similar experiences and 
programs, developed in the 1920-40 period, and no attempt to learn from 
successes and failures of experiments in the past. Despite these negative 
generalizations, the period did develop some exciting new approaches and 
it has created an environment that is conducive to change. The time is 
now ripe for the type of leadership that can stimulate change. The truth 


may hurt but: 
1. We do not teach as well as we know how, now. 
2. We have not generally developed school environments that provide the 


best kinds of learning situations. 

3. We still teach the textbook and subject matter instead of the child. 

4. We teach classes and groups instead of individuals. 

5. We still operate schools as if all teachers are the same and all children 
learn the same things at the same rate in the same way. 

6. We still teach as if the school is the only place a child can learn. 

7. We still teach as if children can learn only from adults. 


23R. Freeman Butts, Public Education in the United States—From Revolution to 
Reform (New York: Holt Rinehart, Winston, 1978). 
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In other words, the thinking educator knows that there are many areas 
of needed improvement in our schools. Our excuses for not incorporating 
these improvements have been many. Now the time is here that we no 
longer need to make these excuses. 


Alternative School—A Movement That Encouraged Options 


The growth of alternative schools in the early seventies represented a 
protest against organizational and curricular inflexibility of the traditional 
public school. We have always had protest schools in the United States. 
These have been generally represented by the private schools, which are a 
recognized part of our total educational system and have educated over 
the past few years approximately 10 percent of our school-age children. 
The alternative school movement of the seventies, however, was not part 
of that pattern; rather, it appeared to run parallel and correspond with the 
general social upheaval of the times. The movement encompassed both 
private and public education and it forced school officials to realize that 
our school systems should be more flexible and responsive if they were 
to survive. 

Alternative schools emphasized a spirit of freedom: freedom of individuals 
to learn and to grow, to follow their natural curiosity, and to do what they 
felt necessary to meet their needs. Essentially, these schools de-emphasized 
the usual structure, organization, and formality of the regular schools and 
emphasized flexibility and openness. They prided themselves on responsive- 
ness to human need and an ability to reform and reshape themselves to 
meet the challenge of the times. 

Both public and nonpublic alternative schools were established at all 
levels—nursery, primary, elementary, secondary, and college. They were 
called counter schools, cool schools, schools without walls, experimental 
schools, free schools, street academies, independent schools, as well as the 
more conventional title of alternative school. Thousands of such schools 
were established in the early seventies, and, according to Harvey Haber, 
of the New Schools Exchange, two or three new “alternative” 


founder 
every day one died or gave up its 


schools were born every day, and 


freedom.” 
At first the alternative schools appeared as a movement counter to and 


he regular school, many groups establishing their own 
schools with private funds and private energy. Soon these groups, many 
representing minorities, developed into potent political forces demanding 
to be heard. Thus, the story of the alternative schools merging as a part of 
the regular school establishment makes an interesting case study of sub- 


in competition with t 


24 Donald W. Robinson, “Alternative Schools: Challenge to Traditional Education,” 
Phi Delta Kappan, 51 (March 1970), 374. 
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dominant power groups taking on the established dominants and winning. 
Reviewing discussion in Chapters 1 and 3 provides examples of subdomi- 
nants shaking the very foundation of a traditional social order on which 
so many schools tried to stand. 

Although many of these alternative schools were established as counter- 
movements to the public school system, it is interesting to note how many 
were actually sponsored and even supported by the public school system. 
These became special schools within a particular school district or within 
a particular school itself. Often the alternative school started as a way of 
preventing dropouts or in ghettos and inner cities where the public school 
system decided to turn a portion of education over to minority groups in 
order to satisfy their demands for immediate action in reforming the edu- 
cational system. 

The California Continuation school is often given credit for stimulating 
alternative forms of secondary education. California attacked the dropout 
problem in 1965 by enacting legislation ordering all school districts to 
establish and maintain continuation schools. These schools have taken 
many forms. There are the “open campus” to accommodate working stu- 
dents; alternative learning centers for small groups of students with 
handicaps; street academies for any dropout who walks in the door; voca- 
tional career development centers for both young adults and sixteen- 
eighteen year-olds; and formal continuation teaching of vocational and 
academic subjects for dropouts and potential dropouts. 

The California Commission for the Reform of Intermediate and Secondary 
Education (RISE Commission) indicated the need for full-scale reform 
of the California schools to “make the schools more effective, more enjoy- 
able and more conducive to a continued interest in learning.” *° Through the 
commission’s support an Alternative School Bill was passed in the California 
legislature that encouraged and authorized the governing board of any 
school district to establish and maintain alternative schools.” 

California discovered early what school districts in other states discovered 
later about dropouts and disenchanted youth; that is, not much can be 
accomplished by just manipulating programs and offering remedial classes."* 
A whole new pattern of teaching and learning has to be emphasized, a 
new atmosphere created that emphasizes relevance, choice in learning, and 
involvement. Among the movements giving impetus to the alternative - 


25 Many educational innovators considered alternative schools failures or “dead” 
when they became more closely aligned to the regular school organization. See Ter- 
rance E. Deal, “Alternative Schools: An Alternative Post Mortem”, pp. 482-501, in 
J. Victor Baldridge and Terrance E. Deal, Managing Change in Educational Organiza- 
tions (Berkeley, Calif.: McCutchans, 1975). 

26 Report of the California Commission for Reform of Intermediate and Secondary 
Education, Sacremento: California State Department of Education, 1975. 

27 The bill became effective on April 30, 1977, and stays in effect unti] July 1, 1980. 

28 Wilson Riles, “Alternative Education: Choice as a Way of Learning,” Sacremento: 
California State Department of Education, 1977. 
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secondary schools in public school systems were the career training empha- 
sis, the Elementary and Secondary Education Act, USOE Dropout Pre- 
vention Program in 1969-70,*° the schoolgirl pregnancy problem,™® the 
tensions arising from racial militancy in schools beginning in 1965-66, and 
the general liberal-radical movements of 1968-71. 

The rambunctious alternative school movement of the early seventies 
may well settle down into an optional school movement of the mid-eighties. 
Philosophically, the idea that there should be greater flexibility and a variety 
of learning options for each boy and girl has been generally accepted even 
though it has not yet been generally implemented. 

Estimates for the 1978-79 school year would be that there were at least 
ten thousand alternative public schools in operation representing approxi- 
mately one third of the sixteen thousand school systems. According to 
Vernon H. Smith, specialist in alternative education at Indiana University, 
alternatives serve approximately one million children in the United States.** 
That is roughly two per cent of the elementary and secondary enrollment. 
These schools may be found in every size school district; however, they 
are more likely to be found in the larger ones with twice as many being 
in secondary education.%* 

All evidence indicates the optional school movement is continuing in 
popularity. It is not as radical and unique because it is no longer on the 
fringe, but it has become an important phase in the planning of many 
school districts and its significance is definitely impacting on the mainstream 


of educational thinking. 
The types of alternative schools may be generally categorized as alter- 


natives that focus on: ** 


1. Instructional styles: Montessori schools, open schools, behavior modifica- 
tion schools, individualized continuous progress schools, and so on. 

2. Different curriculum: performing arts schools, career centers, environ- 
mental schools, centers for international studies, and so on. 

3. Different clients: dropouts, multi-cultured, pregnant, highly motivated, 


gifted, and so on. 
4. Resource facilities: schools-without-walls, learning centers, educational 


parks, and the like. 


29 National School Public Relations Association, Dropouts: Prevention and Rehabili- 


tation (1972), p. 27. 
a: Ap ie, Public Relations Association, Schoolgirl Pregnancy: Old Problem, 


New Solution (1972). 
31 National School Public Relations Association, Alternative Schools: Why, What, 


Where, and How Much (Arlington, Va.: The Association, 1977). 
32 NASSP Curriculum Report, “A Decade of Alternative Schools and What of the 
Future,” (Reston, Va.: The National Association of Secondary School Principals, 


October, 1978). 
33 Changing Schools, Newsletter, Bloomington, Ind.: School of Education, Indiana 


University, March, 1977. 
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5. Administrative structure: satellite school, magnet school, minischools, 
and so on. 


School Within the School 


The school within a school approach represents the largest increase in 
any category of significant school organizational change in the past two 
decades.** The concept began experimentally during the booming school 
enrollment period following World War II. As schools increased in size 
throughout the country because of the rapid growth in population and 
population shifts, there came an increasing concern and awareness that 
some of the intimacy, individual contacts, and personal interaction between 
students, teachers, and administrators were being lost. As a result, partic- 
ularly in larger cities, a number of plans were advanced that divided the 
large school administratively, organizationally, and even instructionally 
into a number of smaller units, The basic purpose of such plans was to 
establish more or less self-sufficient operating units within the larger whole 
that should give the individual pupils opportunities for full participation, 
individual attention, satisfactory interpersonal relationships, a sense of 
belonging, and an opportunity to participate in a full variety of learning 
activities that is characteristic of the small neighborhood school. Other 
names for organizations established for this purpose are “unit school plan,” 
“little school plan,” “house school plan,” and “clusters.” 

Ideally these operating units would be established with a size of from 
three hundred to six hundred pupils. They would be assigned their own 
administrators, counselors, and basic faculty, and housed in a specific wing 
or location of the building. Students assigned to this “little school” or unit 
would take their basic courses together and work and play together in all 
of their regular and normal activities. Only where it was necessary to have 
special classes and unusual or advanced programs would the student be 
scheduled on a schoolwide basis. At the same time major facilities such 
as library, auditorium, and gymnasium would be shared by several units. 

Figure 9.1 shows a relatively common way to organize secondary schools 
into smaller units. Variations on this theme extend upward into university 
settings where the smaller units are identified with living units, dormi- 
tories, or combinations of living units. In the other direction, middle schools 
are often large enough to be concerned with creating workable, “family- 
like” units within a larger setting. Figure 10.5 (see Ch. 10) is an illustration 
of the organization of a middle school based upon an Individually Guided 
Education (I.G.E.) design by the Wisconsin Research and Development 
Center. The purposes of this organizational structure go far beyond simply 


34 National School Public Relations Association, op. cit., p. 32. 
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Ficure 9.1. Illustration of a school within a school organization. 


House master House master 
3 4 
Basic staff Basic staff 
Required “core” Required "core" 
courses courses 
Counseling Counseling 


House master 
2 
Basic staff 
Required “‘core” 
courses 
Counseling 


House master 
1 
Basic staff 
Required “core” 
courses 
Counseling 


— Specialized or Specialized 
Special Services Advanced courses Facilities 
Remediation Computer technology, Library, 
Developmental ceramics, conversa- media center, 
tional Chinese computer 


creating smaller units, but it is an illustration of at least one organizational 
variation feasible in an elementary school. 

One of the model schools selected by the National Association of Secon- 
dary School Principals for 1979 was the Independence High School of San 
Jose, California (Fig. 9.2). This school is built as part of an educational 
park emphasizing the concept of a large school-community center with 
educational, recreational, and social service components designed for wide- 
spread community use. In addition it was internally decentralized into six 
independent operating units known as “villas.” 

The Independence High School statement of purpose summarizes the 
advantages of the school within a school.** 


Modular or Flexible Schedule 


The modular schedule is an attempt to develop flexibility in the teaching- 
learning pattern and to break the straight-jacket of the forty-sixty minute 
class period that is scheduled day after day, week after week, month after 
month throughout the semester and year. This schedule is usually built 
upon short modules of time, usually ten-fifteen minutes. Thus, each day or 
week a schedule can be built so that a varying number of modules can be 
allocated to different subjects and pupil activities, depending upon the 
learning needs of the pupils and the time needed for presentation and 
preparation of the subject.*" 


35 Statement of Purpose, Independence High School, San Jose, California, 1979. 
36 Barbara S. Powell, “Intensive Education—The Impact of Time on Learning,” The 


Education Digest, March, 1977, pp. 6-10. 
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Ficure 9.2. A statement of purpose for the villa. 


We believe the small school concept Consisting of a principal, counseling staff, 15-20 teachers, 600-700 students, and 
attendant clerical staff, can have a greater impact than a traditional school in the following areas. 
Student Identity—Because of the number of Villas (6-7) and their size and organization, the Villa concept can do the 
following: 
—Stress individualization or uniqueness of the individual. 
—Provide a vehicle for interaction between staff and students. 
—Provide identification with a small group within the larger setting of IHS. 
—Eliminate the callousness of large size. 
Student Achievement—Because of the small school organization and staff teams, the Villa concept can do the following: 
—Facilitate integration of teachers into the counseling process. 
—Facilitate interdisciplinary communication regarding student achievement needs. 
—Encourage teachers to explore teaching methods that will help students to learn how to learn and gain the desire 
for continuing education. 
—Facilitate interdisciplinary team approach to curricular needs. 
Student Involvement in Activities—Because of the number of Villas (6-7) and the opportunities provided by this small 
size, the Villa concept can do the following: 
—Organize and maintain numerous student councils with representation from all groups. 
—Include a larger number of students in planning or formation or activities. 
—Provide experience and training for inclusion in more complex structures. 
—Promote involvement of larger numbers of students in the decision-making process. 
Student Conduct—Because of the small size of the Villa, the Villa concept can do the following: 
—Promote individual responsibility for actions. 
Facilitate parent involvement in student behavioral problems. 
—Provide additional alternatives for coping with disruptive behavior. 
Communication with Community—Because of the number of Villas (6-7) and their small size, the Villa concept can 
do the following: 
—Provide greater numbers of parent groups and broader contacts with them. 
—Promote broader contact between school and agencies. 
—Promote shared decision-making by providing for increased advisory functions. 
—Broaden communication base, promote intergroup and community involvement, broaden counseling base. 


(Independence High School of San Jose, California) 


Figures 9.3 and 9.4 illustrate some of the differences between a tradi- 


tional schedule and a modular schedule for a tenth-grade boy." 
Of course no human being could handle all the variables of a schedule 


composed of fifteen-minute modules over a six-seven-hour day with possibly 
each day being different. Thus, it can be said that the computer has made 


Ficure 9.3. Traditional schedule. 


Mon. Tues. Wed. ] Thurs. Fri. 
[1 | sei, sci. | Sci. Sci. Sci. 
| 2 Eng. Eng. Eng. Eng. Eng. 
3 | math. | Math. | Math. | Math. | Math. 
a 
A A i Lunch 
Zä B Lunch 
w C Lunch 
a 
5 Art Art Art Art iE Art 
RE PE p P.E. PLE RE: 
7 Soc. Soc. Soc. Soc. Soc. 
St. St. St. St. St. 


Tr aa ž 
37 This sample is from a Washington Northeast School District (Montpelier, Vt.) 
publication, “Flexible Scheduling: Ten Questions and Answers,” p. 2. 
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Ficure 9.4. Modular schedule. 


Per. Dey 1 Day 2 Day 3 Day 4 Day 5 
H A A A A A 
2 G(LG) G(IS) G(LG) G(IS) G(LG) 
3 Sci. LG IV Eng. LG III Sci. LG 1I Sci. lab IV Eng. LG IV 
4 SS SGT FL lab II FL lab II Sci. lab IV +- FL lab II 
5 SSSG 1 Arts LG I Arts LG I Sci. lab IV IS 
f Ce Eng. lab III = Eng. lab III Arts LG | SSLGI Eng. lab III 
wl 7 Eng. lab II! Eng. lab III Arts LG | IS Eng. lab III 
3 E Math LG IV MeiG IV Lunch Math LG IV Matk LG IV 
PELGII Lune Math LG IV Math lab IV SS LGI 
Qo | tumn | SGI Math lab IV Lunch Lunch 
T1 FL lab II 1S Eng. SG II FLSG II Sci. SG IV 
12 IS 1S Eng. SG II FL SG IM Sci. SG IV 
13 IS {Ts IS Eng. SG IIT Math lab IV 
14 Arts LG | 1S PE lab I Eng. SG 11 PE lab Il 
15 Arts LG I PE lab II PE lab I1 Arts LG | PE lab II 
Cie Arts LG | PE lab ee 


A= Attendance at Guidance 
IS = Independent Study 

LG = Large Group 

SG = Small Group 


possible the modular or flexible schedule. The computer can begin with 
the time-subject needs for each students day of learning, and in a matter 
of minutes it can generate a minimum-conflict schedule for each student in 
the school with classes relatively balanced, and students accounted for. 

By itself flexible scheduling is only a mechanical system. The important 
question is why and for whom do we create flexibility? 

Its primary purpose is to individualize and personalize learning, freeing 
the learner to concentrate upon those areas of need and interest and freeing 
him from time-cells of passive knowledge intake. As such it becomes a 
tool. However, it is an important tool for opening up the teacher's day 
and the pupil’s day, giving both an opportunity for personal relationships 
that are essential to good education. 

Flexible scheduling demands an extremely enlightened, sensitive, and 
creative staff who realize that the system will require more work than the 
traditional schedule in planning, diagnosing, supervising independent work, 
and meeting with added small groups. However, a teacher can deliver more 
help per student through combining resources with other teachers and 
making better use of teacher aides in the various time allotments. 

Properly handled, for the student it can create self-learning, self-discipline, 
and self-confidence, and provide opportunities for supplemental learning 


and feed special interests. 
Robert R. Gard in an excellent article in the March 1970 Clearing House 


summarizes his feelings on flexible scheduling: ** 


38 Robert R. Gard, “A Realistic Look at the Flexible Schedule,” The Clearing House 
(March 1970), pp. 425-429. 
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If faculty is contemplating an approach to flexible scheduling, its members 
should assure themselves: 


(1) That planning of the “master schedule” is truly adequate to minimize 
the number of impossible student schedules. 

(2) That students are not scheduled for larger loads than the school can 
support. 

(3) That faculty members expect to work harder and to put in longer 
hours with students. 

(4) That administrators, board members, students, and community recog- 
nize the price of reduced control—in absenteeism, failure, and even 
possible violence to person and property. (The community must be 
prepared for the cost and unpopularity of firm grounds-control measures 
should this eventuality prove necessary.) 

(5) That ample space is available for study and research—adequate even 
for the necessary inefficiency of voluntary usage—and to accommodate 
the one in four who probably will need full-time supervision. 

(6) That faculty support measures (aides, supervisors, materials, services) 
are adequate to leave teachers free to teach and to plan. 


Given these six essentials, the large school can enjoy the advantages of the 
computer’s help. The teaching day can be varied to suit individual class 
needs, pupils can be regrouped at will for instructional purposes, individuals 
can be reached, and pupils can benefit from experience with organizing 
their own time and working independently. The school can rejoice in 
glowing reports from colleges and employers that its graduates know how 
to “take hold” when they are placed on their own. These are benefits that 
should not be lost because of poor planning, inadequate explanation, or 
impossible space and staff limitations. 


The Shrewsbury Senior High School lists these objectives of flexible 
scheduling: *° 


1. To expand curricular offerings. 
2. To achieve maximum utilization of facilities. 
3. To reduce overcrowded conditions. 
4. To increase opportunity for independent study, work study involvement, 
distributive education experiences, and career experience opportunities. 
5. To achieve 100% scheduling of pupil electives. 
Minicourses 


The minicourse offers another way to provide program flexibility. The 
minicourse can be almost any length of time less than the usual semester. 
Variations have included courses as short as one week or as long as ten 


weeks. 


39 Theodore Plekes, Flexible Schedule—Extended Day Program (mimeo bulletin 
Shrewsbury Senior High School, Shrewsbury, Mass., 1978. 
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Roberts and Gable trace the beginning of the popular minicourses to 
a one-week experiment in 1969: *° 


In the spring of 1969, the students of Walt Whitman High School in 
Bethesda, Maryland, ran a one-week experiment in free form education 
during which there were no required classes, no grades, and no traditional 
class groupings. A list of 242 subjects was drawn up and 150 guest 
lecturers, including many of Whitman’s most talented students were asked 
to participate. Whitman students were then asked to sign up for the 
subjects they wished to study; these ranged from European archaeology to 
science fiction. Many of the “courses” were action-oriented. Students 
interned at local and regional planning offices, worked at newspapers, stores, 
or served as student aides in classes for the handicapped, helped U.S. 
Senators with their mail and so forth. It was from this experiment and 
similar variations on the theme that the minicourse movement was born. 


A four-state midwestern survey of principals revealed that the number 
of schools offering minicourses have been increasing although there ap- 
pears to be a leveling-off in the movement. Fifty-four per cent of the 
schools contacted did have or planned to have minicourse offerings in the 
future. Principals in high schools offering minicourses indicated a high 
degree of success with the programs, that students and teachers were 
favorable to them, and that such programs do help provide a humanistic 
school environment. 

The data showed that motivational factors affecting decisions to dis- 
continue minicourses or not to establish them were predominantly pro- 
grammatic and administrative. Obstacles listed as most consistently trouble- 
some were related to organizational design, implementation, and day-to-day 
operational and management procedures. These findings are no big surprise 
to the student of program development and change. Countless successful 
instructional changes have been dropped in the past because administra- 
tively they are too troublesome to manage or because they do not easily 
fit into the existing organizational operational pattern. As stated in the early 
part of this chapter, in too many cases the decision to do or not do some- 
thing is based on administrative convenience rather than instructional 
merits.** 

There are many advantages to providing for program flexibility through 
minicourses. Both students and faculty exhibit high interest in the content. 
This results partially from the voluntary aspects of the program and the 
high degree of competence and enthusiasm of the instructors. Students can 
help other students and the concentration is upon learning rather than 
evaluative marks. Community resource people can be utilized to teach or 


40 Arthur D. Roberts and Robert K. Gable, “Mini versus Traditional: An Experi- 
mental Study of High School Social Studies Curricula,” University of Connecticut 


i aphed), 1978. ; 
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to help to teach courses since the time commitment is short. Often there is 
no cost to the school for their help. The minicourse concept provides a 
vehicle for real student input into curriculum decision making. Some schools 
offer minicourses during odd or awkward times on their schedule or between 
semesters when the doldrums set in after the examination periods.** 

There are disadvantages, but not insurmountable problems to mini- 
courses. Scheduling can be difficult but experience and computers have 
minimized this problem. Teacher preparations may increase and if the 
total curriculum is so organized, it may become difficult for a teacher to 
know his/her students well. But though these and other problems may 
appear as difficulties, they must be weighed in a setting of mutual learning 
between faculty and students and a setting where choice is real. 

Careful assessment of ongoing programs is needed, but the minicourse 
idea is certainly an alternative not to be overlooked. 


Open Education 


There are many assumptions about informal or open education. The name 
itself is confusing to many people. Some basic assumptions of open educa- 
tion that would generally be accepted by most open educators are: 


All children do not learn best the same way. 

All children are not interested in the same thing at the same time. 

Children learn better when they can influence their learning environ- 
ments. Therefore, children should have some say in developing the 


alternatives available to them. 
Learning is a natural outcome of the exploratory behavior of children. 


Open or informal education means that the learning environment pro- 
vides an opportunity for these assumptions to be tested and developed. 
Openness is not an all-or-nothing situation. Any classroom can be conducted 
informally. Although the careful arrangement of physical space can be 


very helpful, even wall-less-ness is not essential. 
At its best, informal education is carefully structured to insure student 


mastery of the fundamentals. And the principal has a crucial role to play— 
not only in helping teachers and pupils implement openness but in insuring 
that the implementation helps fulfill the school’s educational goals. 


Focus Upon a Person 
Informal educators look at children and youth as delightful creatures— 
creative, energetic, inquisitive, full of good humor, and extremely serious 


42 Robert F. Knautz, “End the Winter Doldrums—Think Mini!” NASSP Bulletin 
April, 1978, pp. 115-117. 
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and responsible when provided with the opportunity. Informal education 
is based on the premise that a student, by nature, is a learner—not passive 
as many experimental psychologists would wish him to be. The child does 
not have to be taught how to learn. Indeed, one of the greatest potential 
resources is the individual child. A child can often perceive another child’s 
stumbling block to learning and actually become a facilitator of learning 
himself, The role of the educator is to help the child with direction and 
resources for the learning that is already taking place. 


The Three R’s—Back to Basics 
Open education is not a rejection of teaching the fundamentals. The pupils 
are guided to achieve basic skills through their interests and their life in 
and out of the school. It is intended that content, basic skills, and the 
business of living be integrated rather than isolate skills and content. 

Progress can be reported by using a variety of methods, including cumula- 
tive folders of the pupil’s work and record sheets noting behavioral patterns, 
and/or learning progress in areas that appear to be difficult for the pupil. 
Parent conferences centering upon the accumulated work of the child are 
held as often as feasible, usually two to four times per year.** 


The Faculty 
Informal education cannot be effected by edict. The principal cannot expect 
(nor be expected) to bring about instant openness. There are teachers who 
cannot and probably should not function informally in an open setting. And 
there are some children who for various reasons should ese te more 
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informal approach in an area where the teacher feels especially comfortable 
—arithmetic, social studies, language arts, and so on. A continuous effort 
to make other faculty members aware of what's going on should begin as 
soon as the teacher or teachers developing the program feel comfortable 
with it. As other teachers express interest in the “experiment,” arrangements 
can be made for interaction between them and the teachers conducting 
the informal classes. Visits to informal classes in other schools may be 
arranged. 

The principal can identify financial resources that can be used by teachers 
developing informal classrooms. 

As more teachers begin to express interest in informal education, inservice 
sessions might be developed around such related topics as child develop- 
ment; utilization of community resources; utilization of “junk” (wood, cloth, 
food mixer, motors, engines, string, canvas, and so on); the integrated day; 
developing diagnostic skills; children’s drama, and a host of other topics 
that help teachers to develop alternative learning situations for children. 


Facilities 
Open-space facilities are often confused with open or informal education. 
A school can have one without the other, although the flexible spaces would 
be helpful to the informal, open-education process. Extensive renovation 
costs are not necessary for implementing informal education. 

The following features would be helpful within any space, whether the 
traditional nine hundred-square-feet rectangle, or within an open-space 
plan: 


1. Free-standing, easily-moved dividers that can serve as tack boards, 
writing surfaces, and vision barriers. 

2. Easily arranged furniture. Since the room will be divided into several 
kinds of areas (mathematics, reading, quiet zone, science, etc.), the 
furniture should include tables and workbenches. 

3. Floor coverings (at least in selected areas) that can be used for sitting. 
Various soft surfaces throughout the room can serve both acoustical and 
aesthetic purposes if colors are used well. 


The learning environment can also include corridors and other seldom 
used spots in the building and outdoors. 


The Year-round School 


The year-round school was being advocated in the late sixties because, 
along with other benefits, it would allow greater utilization of educational 
facilities and equipment, thus reducing the need for new construction. 
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Because of the leveling-off and even decline in school enrollments the 
pressure from this front has waned. As a result, a portion of the strength 
of the year-round school movement has been lost. 

On the other hand, there are several important programmatic reasons for 
encouraging the year-round school. One of the most significant benefits of 
moving into the year-round school is that curriculum planning invites 
re-evaluation of the total school program and a possible restructuring to 
make it more flexible and effective. Whether this occurs depends upon 
how and why the year-round school was implemented.** 

Atlanta, Georgia, which started its year-round program in 1968, spent 
one million dollars in federal funds and two years time to prepare the 
program. Indications are that the plan leads to increased costs. Although 
it has not saved the taxpayer any money because it was not established for 
that purpose, it has encouraged dramatic curriculum revision. As stated 
by Leonard Ernst in his article, “The Year-round School: Faddish or 


Feasible?” +° 


More than 800 courses are now offered to Atlanta secondary students each 
quarter; approximately 70 per cent can be taken in any order desired. 
Coupled with the option of attending any three out of four quarters (or all 
four) the curriculum content provides tremendous variety and flexibility 
for the student. 

By planning their programs three or four times a year. Atlanta students have 
a wide variety of enrichment options. The college-bound, who were locked 
into a pat schedule under a traditional plan, can get more supplementary 
courses and more course options. (Two electives per quarter is the maxi- 
mum,) Students interested in in-depth study of a subject can schedule 
blocks of course time concurrently, something that is impractical in a 
regular, two-semester, 180 day program where course offerings are frag- 
mented. And, by enrolling in all four quarters, advanced students can 
graduate early. The slow learner gets a break, too. A student who fails a 
course can repeat it the very next quarter or take a remedial course 
immediately. In the very first year of Atlanta’s voluntary four-quarter plan, 
the percentage of failing students dropped 40 per cent, saving the district 
more than $40,000. 

The Atlanta Program was sound instructionally but unfortunately the 
Board did not consider it feasible financially. When it became apparent 
1 funds would no longer be available for this activity the Atlanta 
1974 began phasing out their year-round program. As 
ber of their Central Administration: “It was finally 
t such an endeavor financially. . . . In the 
rated one fourth-quarter or summer program 
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in the Atlanta School System out of 22 high schools that normally operate 
September through June.” *7 

George M. Jensen is optimistic about the benefits of the year-round 
school. He lists fifteen ways in which he perceives the year-round school 
as making sense.*® 


1. Right at the start, year-round school boosts utilization of our multi-billion 
dollar educational enterprise from 75 per cent to 100 per cent. It 
reduces classroom and other plant needs by at least 20 per cent; it 
permits accelerated programs that actually chop time off the number 
of years a youngster spends in school; it puts education into the 
twentieth century—the idea of closing the schools in summer was 
devised when Americans were farmers and youngsters were needed 
in June, July, and August to help in the fields. 

2. Most suggested plans, some of which already have been use-tested, 
release classroom space through staggered or sequential pupil atten- 
dance patterns, or through acceleration, or both. This obviously reduces 
the need for new construction and lowers the pressure for additional 
taxes. Less property has to be removed from the tax rolls to provide 
adequate space when new construction becomes necessary for the 
district. 

3. Most plans invite a complete restructuring of the curriculum to make 
it more flexible, effective, and relevant. This re-evaluation of the total 
school program, as Atlanta is demonstrating, can result in far more 
effective use of our already established capacity to teach. This is one 
of the most significant of the possible dividends to be expected from 
any year-round school plan. 

4. Virtually all year-round plans make it possible but not mandatory for 
ambitious, highly motivated teachers—especially men—to be employed 
twelve months a year at commensurately higher salaries (therefore, of 
course, not as many full-time teachers will be required to staff any 
system; result: fewer and, hopefully, better teachers, with the current 
teacher shortage diminished accordingly ). 

5. The absence of the father from thousands of inner-city families has 
created a need, more crucial than ever, for more male teachers in both 
elementary and secondary schools. It can be met by offering men 
teachers the full-time employment at full-time compensation possible 
with the year-round school plan. / 

8. Most suggested year-round schedules result in lower teacher retirement 
quarter, two quarters, three or four quarters (in any of the quarter 


47 Letter to the authors dated November 3, 1978, from Sidney H. Estes, Assistant 
Superintendent for Instructional Planning and Development for the Atlanta Public 
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systems plans, for example) can hardly help but better meet the employ- 
ment needs of many teachers, especially women, than does the present 
inflexible nine or ten months contract. 

Offering year-round employment with full-year teaching loads reduces 
the number of new teachers who must be trained each year mostly at 
public expense. 

Most suggested year-round schedules result in lower teacher retirement 
plan costs with consequently diminished demand on taxes to support 
such plans. Current plans attempt to provide comfortable fulltime retire- 
ment benefits for persons who annually work only nine months or so. 
Under a year-round plan only those teachers electing a year-round 
job would receive full retirement benefits. Others choosing to work 
shorter periods would be recipients of lower but somewhat comparative 
retirement benefits. 

Year-round plans with sequential enrollment eliminate the once-a-year 
enrollment lockstep by enabling a child to enter school at the beginning 
of the new period nearest his birthday, thus reducing the wide gap 
in intellectual development that currently exists at early grade levels 
and makes for a faulty start in formal education for so many children. 
Since most subject matter would necessarily be split into smaller seg- 
ments, the cost of repeating would be less. 

Most year-round plans offer far better vacation employment opportuni- 
ties for students than exist under today’s nine-month calendar, which 
floods the youth employment market in June, July, and August. 

Many juvenile authorities agree that a year-round school pattern would 
tend to reduce the delinquency that historically crests in the late summer 
months when all youth are out from under the stabilizing influence of 
school. 

Schoolhouse vandalism, which peaks during the long idle summer, 
would be virtually eliminated in some areas, greatly reduced in others. 
Acceleration is much more readily accomplished by higher achievers 
in all year-round plans. 

Under any plan of sequential attendance, fewer textbooks, reference 
books, less laboratory equipment, fewer teaching machines and language 
laboratories are required to serve total enrollment of any district (only 
66 to 80 per cent of enrollment would be in school at any one time). 


Performance Contracting 


Alternatives can be provided through performance contracting. A perfor- 
mance contract is an agreement between a board of education and a 
contractor (individual, group, or organization) whereby the contractor 
agrees to improve students’ performance in certain skills by a predeter- 
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mined amount. The contractor is allowed flexibility within broad guidelines 
as to his/her instructional techniques and materials. If the students achieve 
according to the contract, the contractor is paid the amount agreed upon; 
but if the students do not achieve as prespecified, he/she is not. 

This is a type of the management systems approach to learning. Applied 
to the school the product of the system is considered precise, measurable, 
observable student learning. The input, or “raw material,” would be learners 
at entry into the program. The teacher becomes the learning or instructional 
manager and classrooms have become learning centers. The emphasis quite 
often is on programmed instruction and individualized instruction, using 
a limited number of certified master teachers and an abundance of para- 
professionals and teaching aides. Motivation has been a key and reinforce- 
ment theory has been practiced using incentives of almost every description. 

While most of the schools hiring outside contractors have done so in 
elementary grades or for an easily tested skill like a narrowly defined read- 
ing skill, contracting could be established at any grade level or for any 
testable skill or subject. 

The performance contractor sells a system of teaching and learning that 
is well organized and constantly controlled and supervised. He/she has 
systematized ideas about behavior and learning theory that is applied to 
children under controlled conditions to effect learning. 

In some instances, e.g., Gary, Indiana,‘ a performance contract was 
signed for a private contractor to run a whole school. 

While performance contracting was hailed as a way for the private 
business sector to show schools how the management systems approach 
could be applied to learning, evidence from numerous evalutions have 
been uniformly uncomplimentary as far as results are concerned. The 
Office of Economic Opportunity (OEO) used three different analysis 
systems to evaluate the test results of eighteen experimental performance 
contracting programs. They concluded that generally performance con- 
tracting is no more successful than traditional classroom methods in improv- 
ing reading and math skills of disadvantaged children: 


Not only did both groups (experimental and control) do equally poor in 
terms of overall averages but also these averages are very nearly the same 
in each grade, in each subject, for the best and worst students in each 
sample, and with few exceptions, in each site.°° 


Thomas K. Glennon was generally pessimistic about performance con- 
tracting and disclosed that four of the six companies involved in the experi- 


49 For details of how the contractor managed the school, see Susan Boyer, “Per- 
formance Contracting: Texarkana and Gary,” Saturday Review of Literature, 54 


(September 18, 1971), pp. 62-65. d 
50 As quoted in Education USA, Washington Monitor, National School Public Rela- 


tions Assoc., Washington, D.C. (February 7, 1972), p. 125. 
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ments have given up performance contracting and five of the companies 
are involved in disputes with OEO over how much money is due them.** 

Ellis B. Page commended the OEO’s effort to assess the performance 
contract results by their rigorous research design controlling many of the 
“gain ghosts” such as regression to the mean, teaching to the test, biased 
analyses, and so on.*? 

While the results of performance contracting have been generally dis- 
appointing it has served as a useful alternative and a way of stimulating 
greater effort on the part of public schools. In addition, it has contributed 
to greater flexibility and receptiveness to educational and social reform. 


Summary 


There are a myriad of organizational plans for grouping age levels, abilities, 
basic skills, and “cultural imperatives” and “cultural electives.” These plans 
have various labels such as middle school, alternative school, open educa- 
tion, integrated day, dual progress, and so on. Tools to effect such plans 
include modular scheduling, interage grouping, minicourse curriculum, 
and a host of others. The means for providing for individual interests and 
needs are not lacking. Alternatives are available to break away from the 
patterns reinforced by custom, tradition, and the demands of managerial 
simplicity. Focusing upon the individual human being who has his/her 
own needs and potential contributions forces us to seek organizations that 
are flexible instead of rigid, that can change and thereby strengthen them- 
selves rather than break under the stress of pressure from the outside. 


For Further Thought 


1. Is developing alternatives for learners compatible with efficient organi- 


zation? Why? 
2. Debate: Ability grouping results in the development of undemocratic 


attitudes. 

3. The focus of organization for instruction is upon learners. What, if any, 
consideration of faculty and staff should enter into decisions regarding 
organization for instruction? 

4, Are specialized high schools such as vocational and college preparatory 
a threat to equality of educational opportunity? 

Should faculty attempt to persuade students to participate in activity 


programs in which they show no interest? 


51 Ibid., pp. 125-126. 
52 Ellis B. Page, “H 
Kappan, 54, No. 2 (October 1972), 


ow We All Failed at Performance Contracting,” Phi Delta 
pp. 115-117. 
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6. Some critics of our schools charge that we provide too many electives 
and permit students to take too many courses without gaining any depth 
of knowledge. What is your reaction to this charge? 

7. What does research show about relative achievement in long or short 
periods? Is this adequate information upon which to base a decision 
regarding modular scheduling for a school? 

8. Set up an organization with proper policies and procedures for using 
local citizens as resource persons to the school, including the establish- 
ment of minicourses. 


Chapter 10 Staffing to Improve Learning 


The idea of one teacher, one classroom with four walls, and twenty-five— 
thirty students still pervades the literature, the social structure of the 
school, and the general thinking of the public. No matter what changes 
ses in a school system, if the change does not in 
some way or another fit into this traditional pattern it becomes difficult 
to implement without traumatic overtones for both the community and 
the faculty, Yet, this in and of itself is a practice and a concept that is 
limiting educational opportunities, for we know that the classroom unit is 
not the only place where learning takes place. Each student as a ‘unique 
individual with an individual learning style cannot be expected to learn 


best in a constant uniform class situation. 

The major personnel task of the principal today as we see it is not the 
usual personnel administration detail concerned with salary, job benefits, 
tenure, social security, and so forth. Rather, his/her responsibility is to help 


develop a staff that can most effectively and efficiently help the student 
to learn how to become a productive, self-sufficient individual. That very 
simple statement may mean a much different staffing approach to teaching 


and learning than we have had in the past. 


or reforms one propo: 


A Staffing Concept 
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was given the responsibility of teaching children certain quantities of 
subject matter during a regularly scheduled time period. The great 
majority of American adults have gone through this pattern and to them 
it is their idea of good schooling, whether they enjoyed it or not. Teacher 
training institutions have reinforced this pattern. Also the teaching pro- 
fession itself has reinforced the idea by the stands taken on the basis of 
the common 1:25 teacher-pupil ratio. Thus, the education system in the 
United States has become essentially static as far as the teacher-student 
organization is concerned. The teacher and the classroom with twenty-five- 
thirty students has become a self-reinforcing system with the teacher’s 
professional responsibilities and authority being built almost completely 
on this limited role. The majority of proposed staffing alternatives are not 
actually alternatives at all but merely variations of the same theme based 
upon the assumption of a teacher with a set number of pupils. 

Educational planners appear to be completely locked into this one direc- 
tion. When considering the question, “What type of education is best for 
the learner?” the traditional teaching pattern typically dominates their 
thinking. They really are asking, “What type of education is best for the 
learner based upon the system of a teacher with a set number of children 
located in a classroom?” 

One can break away from this static, structured role by concentrating 
on the learner, his/her learning needs, and his/her optimum learning style. 
For the moment, one must forget teacher—pupil ratio and the teacher’s role 
in front of a classroom and consider the teacher strictly as a professional 
resource who, working with other teachers, resource people, and auxiliary 
personnel, plans and utilizes time, space, and materials so that each student 
can learn at his/her optimum. 

Conceptualizing the education process in this manner one may then end 
up with the traditional teacher in his/her traditional classroom; however, 
this learning situation probably will be one of many alternative learning 
situations for the student. Contrary to many opinions such an approach 
does not “downgrade” the teacher. Rather, it places him/her in a more 
respected professional role. It recognizes that learning is a function of the 
learner and that the teachers are the professionals who engineer and set 


the tone of the entire learning process by: 


1. Setting the various goals for learning of the institution. 
2. Diagnosing the learning needs and style of each student. 
3. Prescribing programs and various types of teaching-learning situations. 
4, Arranging for and implementing the prescription. 
5. Evaluating results. 

Following this approach the collective teachers’ judgments are utilized 
in regard to the way people learn, and then personnel and material resources 


are appropriately deployed to meet the unique needs of the learner. 
Most school systems of any size have all or most of the resources to carry 
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out these five basic tasks; however, few have organized them into func- 
tioning operational units that continuously follow the student through the 
total pattern. At the same time teachers themselves agree that the diagnosis- 
prescription approach or a task analysis approach are intelligent ways of 
creating a productive and satisfying learning situation for the student, but 
operationally they appear to be afraid to move too far from the safety of 
their special kingdom, the classroom. 

It appears that a new concept of the instructional staff of the school will 
need to be accepted before much that is significant can be done to create 
an improvement in the learning process. It will need to be a concept that 
focuses on instructional teams working together to create the best learning 
environment possible. On these teams are certified teachers as key persons 
but also technicians, aides, consultants, counselors, psychological examiners, 
and so on. Whether they team-teach, have hierarchical titles and compli- 
cated differentiated salary schedules is beside the point as far as instruction 
is concerned. The important point is that all possible learning resources are 
focused on the learning efforts of the student, whether he/she is in the 
classroom or some other appropriate learning environment. 

A number of systematic efforts to utilize the staff so that more emphasis 
is focused on the individual learner rather than the classroom have emerged 
in the last two decades. Among the more formal efforts are: (1) in-school 
tutoring, (2) use of teaching aides and auxiliary personnel, (3) differen- 
tiated staffing, (4) individualized instruction, (5) structured teaching- 
learning units, (6) teacher interdisciplinary teams, (7) team teaching. 


In-school Tutoring 


The Lancaster Plan could be considered the first obvious forerunner of 
modern peer tutoring and even staff differentiation. This was the official 
system of the Free School Society of New York at the establishment of the 
Society’s first school in 1806. It continued until 1853. The essential feature 
of the plan was that older, brighter, more advanced children would teach 
the younger and less competent under the direction and supervision of a 
master teacher. Perhaps one should not depict a possibly encouraging ap- 
proach to teaching as an offshoot of the Lancaster Plan since the Lancaster 
system quickly fell in disrepute because, as stated by Edwards and Richey, 
“|. . the object was to confer a very limited degree of instruction, at the 


least possible expense, to the entirely ignorant.” ? 
This was a harsh indictment of an instructional approach that has real 


1 Many of these so-called movements are not so much new ideas as currently focal 
ones. They are often adopted from plans tried many times through the years. Note 
the Lancaster Plan used in 1806, and the National Society for the Study of Education 
1925 Yearbook entitled Adapting the Schools to Individual Differences. : 

2 Newton Edwards and Herman G. Richy, The School in American Social Order 


(Boston: Houghton Mifflin Co., 1947), p. 266. 
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possibilities. The Durrell Pupil-Team Learning Concept is a modern ap- 
proach to peer tutoring. Recent research has shown that tutoring by ad- 
vanced students, college students, teacher aides, and even student peers 
when carefully planned, organized, and supervised by the professional 
teacher can be a successful learning experience for children and youth. 
It is just another method that often brings results when applied as a 


prescription to improve learning. 


Instructional Aides 


Bay City, Michigan, Public Schools and Central Michigan University 
initiated significant pioneering efforts with teacher aides in a partnership 
project with financial support from the Fund for the Advancement of 
Education. The project had the usual “ups and downs.” A publication by 
the American Association of Colleges for Teacher Education observed in 
regard to teacher aides in Bay City 


the program appeared to be an integral part of a continuing educational 
system. An assessment of that program by Assistant Superintendent Mark 
E. Bascom, after 15 years of operation, contains the expression of regret by 
the Bay City Staff that some of the reports about the experience have been 
of a “semi-sensational” nature. Bascom observes that some have looked 
upon the Teacher Aide program as a ‘panacea for all ills and problems in 
education while others have seen fit to condemn the experiment without 
proper observation or study.’ At the time of the report the staff seemed 
to feel that neither the “overzealous claims or severe criticisms gave a 
fair picture of the experimental project.* 
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that the slowness in the development of new staffing approaches is because 
the profession itself is spending too much time arguing over process and 
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exist in the controversy.* 
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3 American Association of Colleges of Teacher Education, Educatio: E A 


Urban Schools—What Differentiated Staffing Can Do (Washington, 
ciation, 1972), p. 32. 
4 Ibid., p. 3. 
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mance of so many semiprofessional and subprofessional duties,. If dentists. 
find technicians to be valuable aides, and if plumbers can employ helpers 
to good advantage, why cannot teachers increase their level of professional 
productivity through the use of auxiliary personnel? , i f 

Although we are as concerned as anyone over economy moves that 
would undercut the teaching profession, it is difficult to‘see how any gain 
can be made either professionally or educationally by a “holding the line 
attitude.” Actually all evidence points to the fact that when a school staffs 
on the basis of what are the identifiable activities of teaching that can be 
performed by a variety of assistants and what the teacher should do him- or 
herself, a giant step has been taken in professionalizing teaching. Of course, 
the professional teacher's duties must be carefully defined in order to differ- 
entiate what is best done by the teacher him- or herself and what should 
be done by the aides who play supportive roles by doing the things the 
professionals do not need to do. 

The National Association of Secondary School Principals’ Model Schools 
Project, sometimes called “Schools of Tomorrow,” has been experimenting 
with the utilization of teacher aides along with many other innovative 
practices.” * 7 J. Lloyd Trump, director of the project, identifies three kinds 
of assistants required: 

Clerks—to keep records, duplicate and file materials, grade objective 
tests, and so on. 

Instructional Assistants—who can supervise students in independent study 
and small group work and assist with certain other instructional tasks. 
These should be persons with preparation in the subject area but not 
necessarily enough training for complete certification. Such persons come 
from the ranks of advanced college and university students, housewives, and 
retired or partially retired persons. 

General Aides—responsible persons who can supervise playgrounds, 
lunchrooms, corridors, help small children with clothing, and perform 
other services that do not require clerical training or preparation attained 
by instructional assistants. Mr. Trump estimates that auxiliary personnel 
such as these can perform tasks that now occupy more than one third 
of a teacher’s time.® 

Other aides or auxiliary personnel that may be identified are: 

Technical or Audiovisual Assistant—a technical specialist in the use of 


audiovisual equipment, television, teaching machines, computers, micro- 


film, information retrieval, and the like. 


5J. Lloyd Trump, “How Excellent are Teaching and Learning in Your School?” 


Undated mimeo paper, p. 6. y 
6 William Georgiades, How Good Is Your School? Reston, Va.: Natl Association of 


Secondary School Principals, 1978. 
7J. Lloyd Trump, A School for Everyone, Reston, Va.: Nat'l Association of Secondary 


School Principals, 1977. n : 
8J. Lloyd Trump and William Georgiades, How to Change Your School (Reston, 


Va.: Nat'l Assoc. of Secondary School Principals, 1978). 
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.. Laboratory Assistant—who assists in laboratory situations such as science 
` or language Iaboratory. 
ú ` Student.. Teaching or Teaching Intern—a college student in a teacher 
education ‘Preparation program who can assist in any backup or other 
appropriate, situation. 
` Minicourse, or T8pic Expert—any responsible youth or adult who through 
special ‘study, experience, or hobby activities is an expert and can teach, 
help to teach, or serve as a consultant in a special minicourse or teaching 
unit. 

Parent Volunteer Aide—to assist the teacher in any way his or her 
abilities will enhance the learning process. 

Community Aide—(a successful approach in inner-city or neighborhood 
ethnic areas) a knowledgeable member of the community who can help 
to interpret community sentiment and needs, identify and help to contact 
indigenous leaders, interpret cultural mores, and so forth. 

Of course the identification, orientation, training, and assimilation of 
auxiliary staff into the school system is a long-term, complicated process 
requiring a great deal of faculty-staff planning. It is difficult and it is 
complicated but it is more worthy of the teacher’s time than some of the 
routines presently being performed 


Staff Differentiation 


The National Commission on Teacher Education and Professional Standards 


(NCTEPS), which has been an early mover on the differentiated staffing 
front, defines differentiated staffing as follows: 


Differentiated Staffing is a plan for recruitment 
continuing education of staff personnel for the schools that would bring a 
much broader range of manpower to education than is now available. Such 
arrangements might facilitate individual professional development to pre- 


pare for’ increased expertise and responsibility as teachers, which would 
lead to increased satisfaction, status and material rewards.’ 


» Preparation, induction, and 


James L. Olivera illustrates by ch 
tiated staffing.° Figure 10.1 stress 
complicated arrangement of provid 


9“A Position Statement on the Concept of Differentiated Staffing,” NCTEPS-NEA 
(May 1969), p. 2. 


10 James L. Olivera, “The Meaning and Application of Differentiated Staffing in 
Teaching,” Phi Delta Kappan (September 1970), pp. 38-39, 
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Ficure 10.1. Differentiated staff—teacher hierarchy. 
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Source: James L. Olivera, “The Meaning and Application of Differentiated Staffing 
in Teaching,” Phi Delta Kappan (Sept., 1970), p. 38. 


ing to role and function. Figure 10.2 utilizes the master teacher concept 
but emphasizes teachers and specialists working in a colleague relationship 
with the help of paraprofessionals. 

As illustrated by the Olivera charts, “differentiated staffing” suggests 
a variety of staffing arrangements and should normally imply operational 
flexibility to deploy personnel resources in any appropriate way to meet the 
unique needs of the learner. 

However, a major concern, especially of teacher professional and union 
groups, is that differentiated staffing will create a teaching hierarchy that 
in a sense sanctions and recognizes differences in ability and quality of 
teaching. These groups fear that the development of career ladders for 
positions of varying responsibility could produce an internal hierarchy, 
merit salaries, and even closer supervision and tighter control than exists 


at present. 
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Source: James L. Olivera, “The Meaning and Application of Differentiated Staffing 
in Teaching,” Phi Delta Kappan (Sept. 1970), p. 38. 


Unfortunately, two school systems, one in Sarasota County, Florida, and 
another in Temple City, California, that have received the most publicity 
on their differentiated staffing patterns do place major emphasis on an 
organizational hierarchy with specified job descriptions and responsibilities 
related to differentiated pay. The pioneers of this program have done much 
to promote the idea of staffing options; on the other hand they frighten 
many educational organizations not only because the controversial issue of 
“merit pay” is at the forefront in these models but because they see another 
bureaucracy developing that could be even more complicated and cumber- 
some than the ones we presently have. 

In Temple City the organization is established by placing teaching in the 
hands of teaching groups or teams. Each group is under the leadership of 
a master teacher who has a doctorate or equivalent. The master teacher is 
hired on a twelve-month basis and has staff as well as teaching responsi- 
bilities. The group is then tiered down into a hierarchy starting with senior 
teachers, staff teachers, and associate teachers, each having slightly lower 
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Ficure 10.3. Grouping for improving skill development. 
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responsibilities, credentials—and naturally salaries. Backing up this teaching 
group are technical, instructional, and clerical aides. 

The Sarasota County, Florida, model that is illustrated in Table 10.12 
follows very much the pattern of Temple City. It has essentially the same 
positions, levels of responsibilities, and benefits according to levels. They 
merely have different titles. 

Although many other models do exist they have not received the same 
publicity and unfortunately many of the proponents of the California 
and Florida models are inclined to insist that the only true definition of 
differentiated staffing is one that would describe their model. 

The U.S. Office of Education has stimulated a great deal of experimen- 
tation in this area by funding a large number of differentiated staffing and 
teacher aid proposals. However, they too have frightened many away by 
advocating the Sarasota and Temple City models. Their stated objective 
in many instances was to bring different “types” into the teaching pro- 
fession and to provide careers in teaching for minority groups. Certainly 
this is a worthy objective; however, this is an instance where in attempting 
to use the institution of education to achieve a social goal, controversy has 

11 Data for the table were obtained from Richard A. Dempsey and A. John Fioreno, 
Differentiated Staffing: What It is and How It Can Be Implemented (Swarthmore, Pa.: 
A. C. Croft Inc., 1971), p. 48. 
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TABLE 10.1 The Sarasota County, Florida, Model 


Tenure/ 
Position Responsibility Salary Days Hired Nontenure 
Consulting Leadership, 1.50 ratio 211 Nontenure 
teacher variable teaching 
Directing 75% teaching 1.25 ratio 211 Tenure 
teacher 25% supervision 
and staff 
Staff teacher 100% teaching 1.00 ratio 196 Tenure 
Instructor 100% teaching 1.00 ratio 196 Tenure 
Intern (college 100% teaching -50 ratio 190 Nontenure 
student) 
Inst. asst. Asst. teacher -50 ratio 190 Nontenure 
Aide Asst. teacher -35 ratio 190 Nontenure 
Student Asst. Asst. teacher -03/hour 180 
and aide 
Adjunct Teacher and Completely volunteer work— 
teacher asst. parent or community person 


ua iy Person 


subverted the important organizational improvement and the profession 
has shied away from the entire concept. 

The foregoing discussion of differentiated staffing was written in the first 
edition of our book (1974). In the fall of 1978, in preparation for this 
revision, we wrote to the superintendents of Temple City, California, and 
Sarasota, Florida, asking for an update on the status of differentiated 
staffing in their schools. Surprisingly, the two letters we received backed 
up the observations we made in 1974, 


Dear Dr. Roe: 


I don’t think we have differentiated staffing any more in the manner in 
which that term has been defined in practice and literature during the past 
decade. We do have a well-established system of paraprofessionals at 
several levels, and they are functioning as D, S. intended; namely, to 
assume duties which do not require professional training, and, of course, 
to relieve teachers and others of such duties. We do not have a hierarchy 
within teacher ranks, That is, there no longer are directing teachers, senior 
teachers, staff teachers by those titles or with differentiated authority, status, 
or pay. 

D. S. as a formal model of staffing has disappeared more from natural 
causes than overt action. I think the primary causes were three: (1) that 
which I mentioned above—disputes over equity of pay, and competition 
for resources; (2) the gradual movement during the past decade to con- 
servatism across the nation. My perception from at least our state and 
local area is that the back-to-basics syndrome and spin-off from it is a 
phenomenon affecting all parts of society, certainly including governmental 
services. I think that education is a prime target simply because it is the 
most accessible to the general public; and (3) the withdrawal several years 
ago of federal funds to Support much of the innovation in general, and 
D. S. in particular. I think that funds for the pilot projects across the nation 
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were stopped before the concept was strong enough to stand on its own. 
However, I also believe that the D.S. projects and efforts of the sixties 
have had some positive effects. We do a better job now of using para- 
professionals, certainly. Also, we are substantially more effective in seeking 
and using input from employees at all levels in making decisions affecting 
curriculum and support services. The somewhat jargony phrase of the 
D. S. era was “shared decision making.” I’m sure that the advent of teacher 
and other employee unions also have brought that into being, but I think 
- that in our school system the effect of D. S. has been greater. 
I appreciate your inquiry. I hope that the ultra-conservative swing of the 
pendulum moves back some; for unless it does, I fear that the next decade 
or so will find public education stagnating for lack of constructive innovation. 


Sincerely, 

Gene M. Pillot 
The School Board of Sarasota County, Florida Superintendent 
Sarasota, Florida 
September 25, 1978 
Dear Dr. Roe: 
In response to your inquiry as to our current status of Differentiated 
Staffing— 


1. We have some indices of D. S. in our schools—Senates, shared decision 
making, leadership roles called Senior Teachers, etc.; however, there 
is little of the formal aspect of D. S. remaining. 

2. No, it is not as Croft is describing it. 

It will be my thrust, as the new Superintendent, to develop once again 

those attitudes of involvement and participation from staff that we once 

knew. We still believe that collegial relationships and corporate attitudes 
foster greater commitment, which means better experiences for our youth, 


Sincerely, 


Wesley A. Bosson, Ed. D. 


Superintendent 
Temple City Unified School District 


Temple City, California 
August 30, 1978 
Differentiated staffing has had its difficulty in a number of school systems. 
For an interesting case study of a school that abandoned differentiated 
staffing, read C. Thompson Wacaster’s “The Life and Death of Differen- 


tiated Staffing at Columbia High School.” +2 


Differentiated Staffing at the Top of the World 


A description by Albert Haven, principal of the Top of the World Elemen- 
tary School, Laguna Beach, California, is a good example of a staffing 


12 In J. Victor Baldridge and Terrence E. Deal, (Eds.) Managing Change in Educa- 
tional Organizations (Berkeley, Calif.: McCutchans, 1975), Ch. 24, pp. 467—482. 
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Ficure 10.4. Top of the World upper-grade staffing model. 
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model that is flexible and devised to focus on the needs of the learner 
rather than adhering to a particular organizational concept.* 


Top of the World School is built in two large pods capable of housing up 
to 240 students each. At present, there are between 210 and 230 students 
in each pod. The total population of each unit is divided into groups of 
about ten; for each subject there will be from 18 to 24 cluster groups 
focusing on specific pupil needs. This number of groups (over a three- 
year-age span) provides opportunity for sophistication in grouping criteria. 
Student learning modes are the primary criteria for forming groups: 
accelerated, remedial, or developmental leamers; deductive or inductive 
thinkers; independent or dependent learners; learners who respond best to 
auditory, visual, kinesthetic, or verbal stimuli; shy, compulsive, or competitive 
learners, The important factor is that some identifiable criteria be established 
that can facilitate instruction for a group of youngsters. (Each student 
moves from group to group according to growth.) 

In general, level of skill development, corrected by learning style, forms 
the basic criteria for reading and math groups. Planned heterogeneity is the 
basis for grouping in social studies, interest groups in science, and social 
groups (friends) in art, music, and physical education. The student sees 
himself as a manyfaceted individual: ‘Here I have strength, here I need 
help, and here I can help others,’ 


In attempting to group by learning styles, we were faced with the same 


13 Albert Haven, “A View from the Top of the World,” The National Elementary 
Principal, Differentiated Staffing Special Section (January 1972), pp. 75-76. 
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basic problem that confronts any school—a theoretical concept without any 
reliable, empirical data to provide guidance. But as we probed the problem, 
we realized that teachers are constantly making subjective judgments about 
students and how they learn. In fact, this is the heart of the teaching 
process. It is axiomatic that you can’t teach anything to anyone. Learning 
is a function of the learner. The teacher can only observe the student and 
make a prediction about how he might learn something. A learning experi- 
ence is then provided and observation made to determine whether or not 
the desired learning took place. 

There is nothing new and different about this Process; it just has never 
been organized. We have tried to organize teachers’ subjective judgments 
about the way that students learn and to use that data to improve instruc- 
tion. All of the usual criteria that go into teacher judgments are applied; 
that is, test scores, cumulative records, parent conferences, psychological 
testing where needed, pupil classroom performance, pupil-teacher inter- 
action, and the rest. 

So far, this is no different from the operation of a traditional school, but 
combining teachers’ observations and judgments about students builds in 
a correction not available in the traditional model. More than one view- 
point tends to bring objectivity, or, as we prefer to call it, organized 
subjectivity. All judgments are public and open to question. The arrangement 
of the groups is flexible, so that new information can bring about a change 
in instructional mode. Because of the use of different grouping criteria for 
each subject, each student receives instruction in that subject, according 
to his/her need. No two students follow the same learning path. Thus, the 
two main criteria for an individualized program are met: providing instruc- 
tion appropriate to student need in each subject and no two students 
following exactly the same program. Yet, the school operates in the group 
mode—rather than on the classic individualized model—because that mode 
is consistent with available materials and teacher skills... . 

At Top of the World School, the upper grade staff in 1970-71 consisted 
of seven full-time and one part-time teacher, plus two aides. Under the 
differentiated staffing model, the upper grade staff was reorganized in 
1971-72 to include five full-time, one assistant, and one part-time teacher; 
one full-time and two part-time interns; and two aides—two additional staff 
positions at a saving of $2,000, 


Staffing Units and Equivalents 


Job Description Staffing Unit 
Teacher 1 
Teacher, part-time appropriate fraction 
Intern, full-time 5 
Intern, part-time 3 
Assistant teacher 4 
25 


Aide 


By defining teacher roles clearly, and by grouping students appropriately, 
teachers can be freed to spend major time on the important aspects of 
teaching—interaction, diagnosis, evaluation, and goal setting with students. 
Top of the World School has 16 authorized units. The differentiated staffing 


190 


IMPROVING LEARNING IN THE SCHOOL 


organization allows 12 certified staff members to work the major part of 
their day teaching small groups of students. 

Role definition is the critical factor and forms the basis of our program. In 
most differentiated staffing models, roles do not relate directly to instruc- 
tional task functions. Rather, they tend to be global in nature; that is, 
master teacher, senior teacher, junior teacher, and so forth. The major thrust 
of differentiated staffing too often is confused. In some quarters, it is viewed 
as a kind of merit pay plan; in others, as a way to pay teachers high salaries 
and allow them to remain in the classroom; and in still others, as a way of 
saving tax dollars. The essence of differentiated staffing, however, is a 
process that allows us to remove some of the constraints on our thinking 
and enables us to achieve solutions based on the problem rather than on 
tradition. 

The problems faced by education today cannot be solved under traditional 
patterns of operation. Differentiated staffing, if we keep it in perspective, 
may provide a viable process to achieve solutions. Concentrating on the 
peripheral outcomes of differentiated staffing distracts from the purpose 
and will likely result in failure and abandonment. Focusing on the process 
of building a staffing pattern to solve individual school needs may open 
new vistas for public education. All that is needed is the courage to begin. 


Present Status of Top of the World 


A letter from the present principal of the Top of the World Elementary 
School indicates this more conservative approach to differentiated staffing 
has stood the test of time: 


Dear Dr. Roe: 


Regarding your questions about Top of the World School, the differentiated 
staff plan is basically the same as it was in 1972, in that we utilize a 
variety of groupings to maximize benefit from a lower student-teacher ratio. 
We have organized our instruction to greater emphasize individual academic 
needs of children, simultaneously focusing on self respect and decision 
making. I believe we have reached an excellent balance between the 
flexibility needed to achieve an innovative program and maintain extremely 
high academic standards for our students. 

I hope the above is of assistance to you. 


Sincerely, 


Michael N. Carroll, Principal 

TOP OF THE WORLD SCHOOL 
MNC:ak Laguna Beach Unified School District 

Laguna Beach, California 

September 1, 1978 


Individualized Instruction 


Individualized instruction has been a particularly successful teaching 
process throughout the centuries, Socrates, Comenius, Pestalozzi, Montessori, 
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Dewey, and many other teacher—philosophers advocated it. Mark Hopkins 
on one end of a log and the student on the other is often cited as the 
best example of schooling. Bloom in his book Human Characteristics and 
School Learning presents some persuasive arguments in regard to an indi- 
vidualized form of mastery learning that could change the way we tradi- 
tionally view teaching and learning in school.tt Bloom contends through 
this approach it is possible for 95 per cent of our students to learn all that 
the school has to teach, and all at near the same level. 

Karen Harvey and Lowell Horton in their review of this book indicate 
that flexibility is crucial if we are to implement Bloom's model.® 


The school would need to allow: 1) flexibility of time—time to accommodate 
different tasks and different learners; 2) flexibility that allows space to 
be utilized for economical large-group instruction, small-group instruction, 
and individual work; 3) flexibility in grouping, not only in group size but 
in composition—children clustered together because of need or purpose, not 
age; 4) flexibility of materialsk—a wide range of teaching tools and 
resources for the achievement of learning tasks; and 5) flexibility of staffing 
patterns. Highly trained, skilled specialists with competencies that require 
advanced degrees may well be needed for certain functions, while perhaps 
volunteer parents, paraprofessional workers, or students could adequately 
handle other jobs. It is critical also to consider differing teaching styles, for 
teachers and administrators know that teachers teach better and find greater 
satisfaction in their jobs when encouraged to develop a comfortable teaching 
style. Mastery learning requires schools to be flexible: expert planners will 
need to use this flexibility carefully to maximize learning. 


Although Bloom’s theory has not been developed into a full-fledged plan, 
other systems that have been implemented and tested are closely allied to 
Bloom’s ideas. The most well-known systems of this type are: The Westing- 
house Learning Corporations “Planning for Learning in Accordance with 
Needs” (PLAN); individually prescribed Instruction (I.P.I.) and Adoptive 
Environments for Learning developed by the Learning Research and 
Development Center of the University of Pittsburg; the Individual Guided 
Education program developed by Herbert J. Klausmeier of the University 
of Wisconsin and further refined by Lloyd Trump and the Kettering 
Foundation.*® 

The I.G.E. program has developed the most sophisticated organization 
and staffing pattern as a means of implementation. It has been arranged 
organizationally so that IGE can be the main thrust of instruction for the 


14 Benjamin S. Bloom, Human Characteristics and School Learning (New York: 


McGraw-Hill, 1976). 
s Karen Harvey and Lowell Horton, “Bloom’s Human Characteristics and School 


Learning,” Phi Delta Kappan, Nov., 1977, p. 192. 

Se For information on the development of these and other individualized programs 
see Harriet Talmage (Ed.), Systems of Individualized Instruction (Berkeley, Calif.: 
McCutchan Publishing Corp., 1975.) A National Society for the Study of Education 


Series on Contemporary Educational Issues. 
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entire school system or a process of instruction for just one portion of 
a school. As an example the Stoughton Middle School of Stoughton, 
Wisconsin, which in 1978-79 was cited by the National Association of 
Secondary School Principals as a model middle school, is organized as an 
IGE school.” 


Team Teaching 


Team teaching is a method of teaching whereby a group of teachers plan, 
prepare, and help to assemble a variety of teaching materials for a partic- 
ular course or core of courses and then utilizes the best talents of the group 
in teaching the various aspects of the course. The heart of the team idea 
is the strong collaboration of a group of teachers who are expert and 
talented in the area being taught and utilizing this talent to the best 
advantage in the teaching-learning situation.: 

Team teaching breaks down the individual teacher-student classroom 
relationship and encourages teachers to share teacher know-how and pro- 
vide a variety of alternative teaching-learning situations presented from 
different perspectives and by different teachers.?® 

Dr. William R. Boren, Superintendent of the Weber School District in 
Utah, has these points to make in relation to his experience in team 


teaching: 


1. The principal of the school needs to make a firm commitment to the 
effort and lend his/her full support. 

2. Teachers need opportunity to develop a rationale for teaming and to 
plan programs and to plan how to effectively implement programs. 

3. Teachers and principals need to work out an open system of communi- 
cation, wherein teachers will be honest and forthright with one another 
in a truly professional fashion. 

4. Teachers need to develop acceptable ways of constructively criticizing 
one another and to develop a willingness to accept criticism. 

5. The team should seek help from experts who have developed the skills 


necessary for successful teaming. 
6. The team should accept the fact that their procedures can and should 


change as they gain experience. 
7. The team should recognize that team teaching is not turn teaching. 


17 Adapted from information presented by H. J. Klausmeier, “I.G.E. in Elementary 
and Middle Schools,” Educational Leadership, Feb., 1977, p. 330. 

18 Daniel C. Lortie, “The Teacher and Team Teaching,” in J. Victor Baldridge and 
Terrance E. Dean, (Eds.) Managing Change in Educational Organizations (Berkeley, 
Calif.: McCutchans, 1975), Ch. 12, pp. 250-79. 

19 For a more negative point of view about team teaching read Robert E. Rose, 
“Elementary Teaming, Learning Improvement or Administrative Ploy,” Peabody 


Journal of Education, April, 1978, pp. 265-270. 
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Ficure 10.6. A plan for organization of I.G.E. 


System wide Program Committee 
Membership: Central office Consultants, principals, 
unit leaders, representatives of teachers, parents, and citizens 
Chaired by Superintendent or his representative 


Function: Identify functions to be performed by schools, provide 
physical and financial resources, plan home and school relations, 
recruit staff, inservice education 


Instructional Improvement Committee 
(for each school building) 
Membership: Principal (chairman) and each unit leader 


Function: Outline Program for entire building; interpret and 
implement statewide and systemwide plans, coordinate activities 
of each I & R Unit, coordinate use of time facilities and 
resources 


Instruction & Research Units (This is the main teach-learning unit) 
Unit Leader (Master Teacher)—3-5 Staff teachers 
Resident Intern Teacher—Inst. & clerical aide—100 to 150 students 


Function: Plan, carry out and evaluate instructional Programs for each 
Student in unit, engage in continuous inservice staff development 
Programs, provide preservice teacher education activities, plan and 
Conduct a systematic program of research development. The specific 
function of this group is to develop an instructional Program model for 
each child. This model includes where learning is to begin, rate of 
Progress, style of learning, motivation level, and other important 
information relative to the cognitive, psychomotor and affective 
domains of the child. 


Adapted from information presented by H. J. Klausmeier, “I.G.E. in Elementary and 
Middle Schools,” Educational Leadership, Feb., 1977, p. 330. 


8. The team should give special attention to individual students and small 
groups (2-8) of students. 

9. School facilities that house teaching programs should provide space for 
a variety of activities,2° 


Varnell Bench, member of the social studies teaching team in the Wal- 
quist Junior High School, identified three types of team teaching concepts, 
varying from simple to more complex, which would generally characterize 
the more prevalent types of team teaching. In the first type, Team Teaching 
Concept A (see Fig. 10.7), the teachers plan a curriculum together and 
then teach this curriculum in their separate classrooms. In the second type, 
Team Teaching Concept B (see Fig. 10.8), the teachers plan together, 
share the teaching of major concepts to large groups and then automatically 


20 W, R. Boren, “Team Teaching: How to Incorporate It into Our Schools,” Team 
Teaching, Weber County Schools, Ogden, Utah, Vol. 2, No. 1 (Sept. 1967), p. 1. 
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Ficure 10.7. Team teaching Concept “A.” 


Teachers plan Teachers present lessons in Relationships 
curriculum together their own heterogeneously 
grouped classrooms 


1. Teacher to Teacher Relationship— 
Teachers work together in curricu- 
lum writing workshops and Possibly 
consult one another in a common 
planning period. 


. Teacher to Student Relationships— 
Students are assigned to specific 
teachers and each teacher accepts 
the students as his class. 


. Grading Techniques—Each teacher 
has his own grading techniques and 
his own roll book. 


. Facilities—Each teacher has his own 
classroom which is seldom visited by 
other teachers. Through their com- 
mon planning, teachers may sched- 
ule the resource center to meet their 
needs. 


. Teacher Compatibility—This team 
teaching technique requires a min- 
imum of compatibility among the 
staff, 


: These three models are from Varnell Bench, “Concepts of Team Teaching,” 
Weber Country Schools, Ogden: Utah Center for Team Teaching, DHEW. ERIC 


file #ED 033 068, pp. 1 and 2. 


work with their own students in smaller groups. In the third type, Team 
Teaching Concept C (see Fig. 10.9), teachers plan curriculum together, 
share large group lecture presentations, and then work together with 
students on an individual basis and in small groups without reference to 


a class of their own. 


Teacher Interdisciplinary Teams 


A number of schools are using interdisciplinary teams of teachers to work 
with groups of students to help personalize education and integrate the 
disciplines into a “relevant learning whole.” It is a process that attempts 
to utilize the staff to combine the benefits of team teaching, school within 
a school, core curriculum, and flexible scheduling. Robert Roth, principal 
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Ficure 10.8. Team Concept “B.” 


Teachers plan | Teachers share large group | Each teacher takes his own Relationships 
together assignments to teach major | students to work with sub- 
concepts ject matter in smaller groups 


1. Teacher to Teacher Rela- 
tionships—Teachers must 
have a similar frame of 
reference, be confident 
with one another, and 
accept criticism, 


2. Teacher to Student Re- 
lationship — The student 
identifies himself with 


L.G. One teacher although he 
XXXX gets a brief exposure to 

XXXX other teachers, 

XXXX 

XXXX 3. Grading Techniques — 
Teacher XXXX Each teacher can main- 
B x x x % tain his grading technique. 
Hb Sa 4. Facilities — Facilities are 


shared during large group 
instruction after which 
teachers return to their 
own classrooms, 


ox 
=x 
$x 
ax 


5. Teacher Compatibility — 
Teacher compatibility de- 
pends on time spent in 
large group instruction, 


of Dunham Junior High School in St. Charles, Illinois describes their 
system.?! 


Each team is composed of four teachers—one each for science, mathematics, 
social studies, and language arts, There are 125-130 students per team, 
and each teacher team is responsible for its students’ total academic program. 

The teacher team meets daily for planning, and discusses particular 
students’ self-concepts, interests, capabilities, home situations, and other 
variables that can affect learning. Once a week, the principal, guidance 
counselor, and learning disabilities teacher join the team meeting where 
special stubborn problems may be aired. 


Teams Plan Social Activities 

In addition to academic projects, teams of students and teachers are socially 
active. They hold open house for parents as well as conduct student picnics, 
and other activities. Each student team also meets one hour daily with the 
four teachers. The primary purpose of this time block is for the teachers 
to get to know the students personally and to serve the students in a “help- 
ing” relationship. 

We have also recognized other advantages of interdisciplinary teams at 
Dunham Junior High. Time is saved for both staff members and parents 


21 Robert Roth, “Teacher Teams Help Junior High Students Learn, Socialize,” NASSP 
Bulletin, February, 1976. pp. 112-13. 
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Ficure 10.9. Team teaching Concept “C.” 


Teachers continue to plan to- Relationships 
gether and maintain the ut- 
most flexibility to achieve 
individualized instruction 


Teachers plan | Teachers plan and present 
curriculum large group lectures 
together 


1. Teacher to Teacher Rela- 
tionships—Teachers must 
have a similar frame of 
reference, be confident 
with one another, accept 
criticism, and maintain 
daily planning together to 
achieve the maximum of 
individualized instruction, 


. Teacher to Student Rela- 
tionship — Teachers look 
to the students as being 
students of the team and 
give up the concept of 
“my class.” 


Teacher 

B . Grading Techniques — A 
grading technique is de 
veloped by the team. 
Evaluation becomes a 
team responsibility and is 
gontinuous, 


Students 


4, Facilities—Each facility is 
used according to how it 
fits the team’s needs. 


Students 


5. Teacher Compatibility — 
At this level, interperson- 
al communications and 
compatibility are essential. 


S : U.S. Department of Health, Education and Welfare, Office of Education. 
(This d ment ine been reproduced exactly as received from the Person or organiza- 
fon originating it. Points of view or opinions stated do not necessarily represent 


official Office of Education position or policy.) 


by having parents meet with a team of teachers rather than with teachers 
individually. In addition, some joint teaching is ei pening a cena 
dütgrowth of teachers who are cooperating in so! ving student learning 
problems. situation has also increased professional growth. For example, 
The tem ae resently enrolled in a graduate seminar to improve their 
ed Leen ae behavior modification techniques. Additionally, teachers’ 
Capabilities hs te A oa neris are exposed and, when teachers provide each 
own se abs ck and mutual support, improved teaching results. 
beter wit fepna teams design their own teaching schedules within blocks 
Finally, Per vement is staggered. The entire student body does not 
of time, staal a class at the signal of a bell. Because Dunham is a 
move from cas ace school, having many small groups of students moving 
qh, te eae rather than large mass movements seems to create a 
nrou 


better learning climate. 
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Use of Structured Teaching—Learning Units of Instruction 


The popularity of television has done much to encourage media experts 
and instructional experts to collaborate in the development of structured 
materials of instruction that have become course ware, learning guides or 
learning systems for students for a particular session, a unit, or for a course 
for an entire semester, The way these systems are used requires a variety 
of staffing patterns and in many cases changes the teacher's role from 
providing direct instruction to planning, designing, and organizing learning 
experiences. The potential for multiple use of audio, film, videotape, tele- 
vision, and computer goes well beyond the typical schools use through 
language laboratories, computerized teaching Processes, educational tele- 
vision, and videotape information retrieval, However, the real potential is yet 
to be realized. The vast capabilities inherent in recently developed com- 
munications media, new audiovisual mechanisms, computerized devices 
and procedures make possible kinds of learning that were virtually impos- 
sible when teachers were forced to rely on their own efforts and the 
limited audiovisuals available to them. William C. Norris, in a provocative 
article in Phi Delta Kappan, asserts the new technology will usher in a 
new era in education. He names the electronic technologies most applicable 
as: television, radio, audio, videotape and dises, computers, computer con- 
ferencing, cable TV, microwave and satellite transmission, and of course 
computer-based education. Norris envisions utilizing computer-based edu- 
cation in a network of learning centers located strategically throughout the 
United States. These centers’ would operate twenty-four hours a day 
seven days a week, 


The system is computer controlled and the main method of delivery js 
computer-aided instruction with integrated terminal subsystems that include 
video-dises, audio input and output, and touch input. Structured computer 
conferences of up to forty students can be held, or a single student can 
interact with another student or instructor as desired. The key to this 
system will be computer-aided and computer-managed instruction, but 
other types of media will be offered as appropriate.22 


Not a Panacea 
Those who are advocates of staffing on the basis of learning rather than one 
teacher for one classroom generally list the following as advantages: 


1. It makes individualized learning Programs for students more feasible. 
2. It provides greater variety in the instructional process, 


22 William C. Norris, “Via Technology to a New Era in Education,” Phi Delta 
Kappan, Feb, 1977, p. 451. 
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It brings greater resources to bear on a particular unit or subject area. 
It continuously builds greater creativity in the system. 

The teacher is best utilized according to talents, interest, and skill. 
Salary and rank are based on levels of work and responsibility. 

It insures more time and talents devoted to the planning process. 

It provides more choice by teachers of roles they may take. 

It establishes different career patterns in teaching, recognizing the 
necessity for continuous professional development. 

10. Its establishment provides a new entrée to the reform of teacher 


O ONDU w 


education. 
LL. Its establishment provides a new entrée to the reform of present school 


organization and teaching patterns. 


As with most of the special innovative approaches in education, different 
staffing patterns are often claimed by many as a panacea for all the ills of 
American education. Observing the advantages we have listed one could 
pose them in the negative and say that these are all the important things 
wrong with education. It is obvious that different staffing in and of itself is 


not able to bring about all the listed reforms. 
Rather, staffing is only another alternative that may help to solve some 


of our problems. Sgt se F 

Research has repeatedly indicated that it isn’t the system, the organi- 
zation, the facilities, or the finances that are the key to improvement in 
the learning of a child. Rather, the key is the relationship between the 
teacher and learner. It follows then that a school will be successful as far 
as the student is concerned if his/her learning style and learning needs 
can be diagnosed and a teaching-learning environment established accord- 
ing to an individual's needs and style. The school will be successful if the 
school principal can’ locate the best teachers possible and then create a 
type of organization and environment where their talents can be used to 


best advantage. z 
Certainly na teachers talents are not used to the best advantage if they 


are bogged down with clerical and nursemaid-type activities, or if all 
teachers are expected to assume the same general role and duties. Certainly 
the most talented will not stay in teaching if the planning and ae 
making always comes from above and if rewards are the same or all 
regardless of ability and responsibility. Certainly a school a rere 
a dynamic professional staff unless it has a planned process of utilizing 


different talent in the system and the community. 


For Further Thought 


1. Do you agree that the principal should retain veto power over teachers’ 
decisions as to the way they should teach? Discuss. 
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2. If a school uses community resource persons alongside the regular teach- 
ing staff, other than certification and salary, what distinguishes the pro- 
fessional staff from the community resource persons? 

3. How would you expect the duties of the principal of a small high school 
to differ from those of the principal of a large high school in regard to 
developing a positive teaching-learning environment? 

4. How can the principal begin to know the values of persons in the school’s 
attendance area? 

5. What “safeguards” can the principal set up to avoid the attention to 
detail becoming his/her main task, especially when successful caring 
for detail can enhance his/her credibility to expert leadership? 

6. Take a position with regard to one of the staffing plans to improve 
learning. Present a paper substantiating this position through reference 
to research studies. 

7. Analyze the Sarasota, Florida, and Temple City, California, models of 
differentiated staffing. Compare with the Top-of-the-World model. Why 
do you believe the latter has stood the test of time? 4 


Chapter 11 Provision for the 
Exceptional Student’ 


Individuals who differ from what is perceived as “normal” in our society 
meet with rejection. This rejection takes different forms, such as being 
segregated, ignored, or treated in special ways that emphasize the differ- 
ences. Among schoolchildren this rejection has been found to be associated 
with such diverse factors as intelligence, achievement, skill, personality 
characteristics, physical appearance, socioeconomic level, and race. 
Another reaction to children who are different is to “pigeonhole” them 
by applying labels. Such terms as mentally retarded, emotionally disturbed, 
learning disabled, handicapped, and exceptional have been employed. 
“Exceptional” is a term employed to refer to those children who differ to 
such a degree in physical or psychological characteristics that programs 
purportedly designed for the majority of children do not afford them 
Opportunities for optimum adjustment and progress, and who, therefore, 
need special instruction and/or environments. , ay i 
Society, through its agency, the school, identifies additional exceptionali- 
ties. The actions and reactions of persons in the school constitute judgments 
as to the social value of certain characteristics of individuals within the 
school. Such judgments can, and too often do, create and maintain handi- 
caps for these individuals. Most schools place such a high value On academic 
achievement that a child with the slightest limitation in this area is quick 
to be noticed and devalued. The students might place a high value on a 
particular style of clothes. A child in this school whose parents could not 
afford such clothes would be more noticeable and more apt to be 
‘ae disability and handicap, frequently are used interchangeably. 
It is almost assumed that they are inseparable; that a disability cannot 
exist without a resulting handicap. Yet, each one of us is disabled, probably 
in several ways, but since our disability is not viewed as important, and 
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since we do not call attention to ourselves as a result of our disability, we 
usually avoid devaluation. That is, we do not develop a handicap. For 
example, a child who lacks the sense of smell has an objectively measurable 
disability, but it will not be noticed by others and is not particularly valued 
by society. Thus, the child will not have a handicap unless he/she later 
decides to become a chef. 


Why the Principal? 


The principal is looked upon by the community, the board of education, 
the central administration, and the teachers as the person responsible for 
exercising leadership in his/her attendance center. He/she is the allocator 
or withholder of resources and information that can make a difference. 
He/she is the one who can encourage or discourage; free or inhibit; exercise 
positive leadership or drag his/her heels. The principal reinforces or dispels 
attitudes that can create and/or reinforce handicaps. Even if the principal 
attempts to avoid directly facing the issue of the handicapped, the status 
quo that may create handicaps is reinforced. 

The principal must operate within a framework already established by 
laws and individual school district policies. The principal can exert influence 
in the development of local policy, and can work with the staff in the 
implementation of policies so that the least harm is done to individual 
children. 

It is the principal who is in a position to aid the staff to break down the 
handicapping process that is occurring in the minisociety of the school, or 
at least to intervene at appropriate points in the process. Therefore, as the 
larger society begins to question why many more children are considered 
“different,” “exceptional,” or “handicapped” in the school than are identified 
before or after the school years, the accountability buck begins to come to 
rest in the hand of the principal of the minisociety that is creating and 
maintaining the handicaps. Since the attendance area community holds the 
principal responsible for the learning environment in the school to which 
they must send their children, there is scarcely anyone to whom the princi- 
pal can pass the buck. 


What Can the Principal Do? 


The principal should be primarily concerned with the quality of education 
for each child in the school; therefore, the focus is upon human inter- 
actions and the instructional program that serves as the framework for 


these interactions. The following are steps that the principal can take to 
enhance providing for the handicapped: 
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1. Clarify a personal understanding of handicapping conditions and why 

the school should make provisions for the handicapped. 

Become thoroughly familiar with the controlling laws and regulations 

and their implications for implementation at the building level. 

3. Analyze the instructional program in terms of “excluding” practices and 
materials and identify where school personnel can intervene in the 
handicapping process. 

4, Examine the organizational structure for instruction to determine possible 
rearrangements of staff and resources to provide for a greater range of 
individual differences. 

5. Establish working cooperation with local, regional, and state special 
education personnel with an eye toward developing resources for the 
instructional staff. 

6. Institute a staff development program, including preservice when ap- 

propriate. 

Develop with the staff learning alternatives for children. 

Conduct an inventory of facilities to determine architectural barriers and 

better utilization of interior and exterior spaces to avoid emphasis upon 


bo 


HA 


handicaps. 


Clarifying Understanding 


To reduce successfully the probability and possibility of his/her school 
creating and perpetuating handicaps, the principal should understand the 
process of handicapping. To give a perspective, some views of disabilities 
and handicaps follow. 

A disability may be thought of as an objectively measurable impairment 
or dysfunction in terms of performance in a particular society. 

A child with a physical disability is limited in physical ability and may 
be limited in the kind of activities in which he can participate. His parents, 
other adults, and his peers may treat him differently. He may feel he is 
different and also feel he is less worthy. That is, he does have a disability 
and he may have a handicap. 

Some limitations on behavior are not disabilities, but socially imposed 
handicaps. For example, in our culture a female has for years been dis- 
qualified from jobs that are well within her capacities, or, until recently, 
orts such as racing in American Motorcycle Association events. Skin 
as been a disqualifier from entry into certain job groups. 
ht be thought of as an arbitrarily imposed, relative position 


from sp 
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in a particular society. 4 . 
A disability stimulates certain expectations for behavior. It is difficult to 


escape from these stereotypes; particularly for those having the more 
noticeable disabilities. Such expectations may be used to assign the dis- 
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abled to certain social roles. To a great extent, the expectations of others 
will shape the disabled person’s self-concept and will determine what 
he/she can do and how he/she will behave. 

Mention also should be made of the relationship between a disability 
and an emotional handicap. No disability requires a psychological mal- 
adjustment. If an emotional handicap exists in a person with a disability, 
it does not stem directly from the disability, but has been mediated by 
social variables. A full discussion of this topic is beyond the scope of this 
text, but an explanation of this process and an example, both drawn from 
the comprehensive and very interesting work by Meyerson,? should be 
instructive. The mediation between a disability and psychological behavior 
occurs as follows: (1) a person lacks a tool that is required for behavior 
in his/her culture, and knows that he/she lacks it, (2) other individuals 
perceive that he/she lacks an important tool and devaluate him/her for 
the lack, and (3) the person accepts the judgment of others that he/she 
is less worthy and devaluates him- or herself. The (1) (2) (3) sequence 
is a unit. If (1) or (2) do not occur, (3) does not occur. If (3) does not 
occur, there is no emotional handicap. 

Cawley °? illustrates the process of handicapping as follows: A child is 
born to parents who are poor. 


1. The family, including the child, lack a tool for participation in society— 
in this case the tool consists of financial resources. 

2. The family is devalued by the dominant group—in this case the haves— 
because he/she lacks the tool. 

3. The family recognizes the perceptions directed toward them—frequent 
headlines relative to welfare, unemployment, and so on, communicate 
these perceptions—and they are accepted by the nondominant group or 
individual. 

4, The family conveys these to the child—who has them amply reinforced 
in school (e.g., teacher says, “Here’s your free lunch ticket” or “Title I 
is to help you to read better.”) 

5. The child devalues him- or herself because he/she lacks the tool— and, 
he/she is handicapped. 


It is clear that there is a process, a series of steps, that can create and 
perpetuate a handicap. Thus, the handicapped are often those persons who 
are victimized by other persons. External characteristics such as cerebral 
palsy, obesity, black-skin, ill-kept or cheap clothing, and so on, and labels 
such as retarded, disturbed, learning disabled, and the like, convey sets of 
misinformation, fears, and expectations. These sets are translated into 
almost inescapable expectations about how “those children” will perform, 
and the phenomenon of the self-fulfilling prophecy reinforces the precon- 

2 Lee Meyerson, “Somatopsychology of Physical Disability,” Psychology of Excep- 


tional Children and Youth, 2nd ed., William W. Cruickshank, Ed. (Englewood Cliffs, 
N.J.: Prentice-Hall, 1963), pp. 1-52. 


3 John F. Cawley, “The Handicapped Child: Who, Why, and What,” The University 
of Connecticut, 1971, 19 pp., mimeographed. 
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ceived fears. The fact that certain characteristics and/or behaviors are 
present does not mean that the child’s whole set of abilities, values, needs, 
aspirations, and ability to learn are also so different that he/she does not 
belong, or that he/she cannot profit from being in a “regular” classroom. 
The fact that a child’s language pattern may be different, as is the case 
with some inner-city children, does not mean that he/she is innately low 
in verbal ability or that he/she cannot or does not wish to communicate 
effectively. The child will not wish to communicate with someone who 
“puts down” his/her language pattern as inferior, however. Such devaluation 
behavior on the part of the teacher, the school’s grading system, and/or 
other reward systems will constitute an arbitrarily imposed relative position 
in the school society—hence the establishment of a handicap. 

A student enrolled in an academically oriented high school that sends 80 
per cent of its graduates on to college may be “handicapped” by certain 
teachers and students. 

A child with a motor disability that impedes his/her negotiating stairs or 
that simply slows progress down long corridors can also experience such 
devaluation. The many exclusions from activities, and the “special treat- 
ment” received call attention to the disability and increase the chances 
that a handicap will develop. i 

While it is true that special treatments must be effected, it is also true 
that special treatments can accentuate differences and thereby perpetuate 

pecial programs a principal should weigh 
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Practicalities for the Principal: An Overview 

In the educational ferment of the past decade, perhaps no other identifiable 
oe oot education has experienced changes as far-reaching and 
significant as educational programming for the handicapped. Perhaps the 
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foremost change has been the articulation and establishment of the right 
to education for all handicapped children through the public schools. As 
has been true in much of the history of American public education, the 
forces and influences producing this and other changes came from outside 
the educational profession. 

Parents, advocacy groups, and handicapped persons themselves have 
provided the major impetus to the instigation of change. It is true that 
during the decade professional educators of the handicapped evidenced 
strength and a voice for the profession through the Council for Exceptional 
Children and provided informational and other resources, in cooperation 
with the nonprofessional advocacy groups and were successful in asserting 
education as a basic right for the handicapped. 

Prior to 1970, only a handful of states mandated special education for 
the handicapped. Some states operated limited programs under permissive 
legislation and many states had no statutory language of any consequence 
on this issue. For years parents and advocacy groups had attempted to 
bring about increased educational services to the handicapped via lobbying 
in the state legislatures, but this proved a slow, uncertain, and disappointing 
approach except in those states with well-organized and well-funded lobby- 
ing machinery. With the civil rights movement of the sixties, advocates 
noted the success of other minorities in claiming certain fundamental rights 
before the federal courts, and so, borrowing upon this model, parents and 
advocacy groups began litigation in federal courts asserting the violation 
of basic constitutional guarantees. Most cases were class action suits 
articulating specific complaints and invoking such constitutional bases as 
right to due process and freedom from discriminatory treatment in denial of 
basic rights. By 1976, more than forty cases of this fundamental nature 
were heard and in no case did the plaintiffs lose. Also in no case did 
defendants, which were usually local and state boards of education, 
administrators of public schools and institutions, and sometimes profes- 
sional practitioners such as school psychologists, appeal the verdict or 
findings of the courts. 

Concurrent with the activity in the federal courts, legislative activity in 
the Congress began to lay groundwork affirming the inclusion of the 
handicapped under all civil rights guarantees derived from the Constitu- 
tion. Section 504 of the Rehabilitation Acts of 1973 addressed the right to 
education for the handicapped but it was not until 1977 that HEW 
promulgated the regulations to activate the legislation. However, in 1975, 
Congress passed “The Right to Education for All Handicapped Children’s 
Act,” PL 94-142, which, in effect, became the vehicle to spell out in detail 
the intent of Congress regarding the earlier Section 504 of the Rehabilitation 
Acts of 1973, and also included provisions for funding. Again, it was not 
until August, 1977, that the final regulations regarding PL 94-142 were 
published, but these two major pieces of legislation represented a “new 
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order” for the organization and administration of educational programs 

for the handicapped, with the primary responsibility for implementation 

resting upon the public school systems of the nation. 
The major elements of current legislation that have impact upon program 

organization and operation are: 

1. Represents a federal commitment to insure that ALL handicapped 
children are provided with a FREE and APPROPRIATE education. 

2. Incorporates FULL DUE PROCESS rights for children and parents into 
the referral, evaluation, and placement procedures, 

3. Requires an INDIVIDUALIZED EDUCATION PLAN for every handi- 
capped child. 


. Requires REGULAR REVIEW of each handicapped child’s plan. 
. Requires consideration of the LEAST RESTRICTIVE ALTERNATIVE 


concept in placement of handicapped children. 

. Requires that TESTING AND EVALUATION materials and procedures 
used for the purposes of evaluation and placement of handicapped 
children must be selected and administered so as not to be racially and 


culturally discriminatory. 
Extends PROGRAM SCOPE into what has been traditionally viewed 


a - a tschool age groups. 
8 Ferre, COOPERATION between local, state, and federal levels to 


assure compliance with the law. 
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This means that the principal should be prepared to work cooperatively 
in the development of delivery systems of special services for handicapped 
pupils in the building. In the past, when the dominant mode of special 
education was the full-time self-contained special class, not all buildings 
housed such pupils, but the inclusion of least restrictive alternative and 
parental prerogative clauses in the law now eliminate this likelihood. 
While full-time self-contained classes are not eliminated by the mandate, 
the clear intent of the law is that as many handicapped pupils as possible 
be served in regular buildings and in contact with nonhandicapped peers. 
It appears that the “appropriate” education concept will be most nearly 
satisfied when it can be demonstrated that a flexible educational delivery 
system for handicapped pupils is functional within a building. Provision 
of instructional space for special itinerant or resource personnel, facilitating 
communication between such personnel and regular classroom teachers, 
coordinating time schedules for pupils and the various instructional or 
supportive staff members serving them, or the housing of a full- or part-time 
class may all be tasks that require the principal's planning, implementation, 
and monitoring. 

Perhaps more fundamentally, the federal mandate to serve all handi- 
capped children eliminates the option of local boards of education and 
administrators at all levels to arbitrarily exclude handicapped children 
from school enrollment and access to education. Even when no state statutes 
or official local policies addressed this question, it was not unusual to find 
building principals exercising judgment as to a handicapped child’s 
admissability to school based only upon the child’s physical appearance 
and the principal’s private interpretation of implications for education. It 
was precisely such practices that led to the enactment of the federal 
legislation guaranteeing the right to education for all handicapped chil- 
dren. The principal is now obligated to accept all children being presented 
for enrollment, and, in the case of visible and more severe handicaps, to 
communicate immediately to parents the steps that the school and parents 
cooperatively must follow to assure that an appropriate educational plan 
will ensue. The principal will then initiate the referral process as a first 
step to mobilizing the service system. 

Furthermore, the lack of financial resources, facilities, staff, or existing 
program cannot be invoked by the schools as an excuse for not providing 
an appropriate program, for placing students on waiting lists, or otherwise 
delaying the evaluation and placement process. 

In addition to the above implications, it is required that the public 
schools show positive efforts to identify and locate all handicapped children 
within the school district. These efforts have sometimes been organized as 
specific systemwide programs operating under such designations as “Child- 
find” or “Operation Search” or terms with similar connotations. The focus 
of search activities is usually a public information thrust seeking to reach 
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every home in the community, and may include newspaper publicity, radio 
and TV spot announcements, billboards, posters, and talks before com- 
munity groups. The principal may be asked to disseminate flyers to the 
homes of all pupils in the building and to schedule opportunities for 
speakers before the PTA or PTO. 


FULL DUE PROCESS Rights for Children and Parents into the 
Referral, Evaluation, and Placement Procedures 


Perhaps the most challenging regulations pertain to the full due process 
rights for children and parents as they apply to the referral, evaluation, 
and placement procedures. Undoubtedly, these regulations, in addition to 
relevant state and local regulations, will be incorporated into a single set 
of operational procedures for the local program of special education for 
the handicapped by the board and central administration. It is also probable 
that in most school systems a central office administrator will have respon- 
sibility for the overall functioning of the special education program, includ- 
ing monitoring to assure compliance with the federal, state, and local 
regulations. Depending upon the size of the school system, there may even 
be a cadre of supervisors whose duties include the monitoring of special 
aspects of the referral, evaluation, and placement procedures. Nevertheless, 
the actual processing of pupils through the entire set of steps takes place 
most frequently at the building level and requires that the principal be 
aware, informed, and ready to participate in any way that will facilitate 
the processing in a legally correct manner. 

The importance of the regulations cannot be overemphasized because 
they demand rigorous attention to procedures that have often in the past 
been handled in an informal and loosely structured manner. Because certain 
rights of parents and children are so clearly defined, the school system 
becomes very vulnerable to complaint procedures available to parents if 
they believe any such rights have been violated. While the legally required 
steps to referral, evaluation, and placement are detailed, time-consuming, 
and therefore cost producing, it would seem prudent to make a commitment 
to their implementation as a part of standard operating procedure rather 
than seek shortcuts that are potential sources of litigation. In this respect, 
the principal must know the detailed steps of the entire procedure, com- 
municate them to his professional staff, solicit their commitment and 
cooperation, and monitor those that may be specifically a responsibility 
of his/her staff or his/her own office. 

Principals and regular classroom teachers must both be aware that the 
due process considerations become effective at the moment a pupil is 
suspected of educational problems that may require behavioral evaluation 
beyond the observations that the classroom teacher makes of all pupils 
assigned to the room. Before any diagnostic staff or instructional specialist 
personnel may pursue data collection pertinent to determining the nature 
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and significance of the problem, the child’s parents must be informed of 
the suspected problem by written notice and must give informed consent 
in writing for pre-placement evaluation. The notice must include a full 
explanation of all the procedural safeguards available to the parents under 
the federal regulations. The notice must be written in language under- 
standable to the general public, or in the native language used by the 
parents, unless it is clearly not feasible to do so, in which case it must 
be translated orally or by other mode of communication. These initiating 
tasks for pupil referral will usually rest with the principal and his/her 
staff, although it may be evident from even this cursory look that there 
may be a need to request assistance for communication in unusual cases, 
or the need to invite the presence of a consultative diagnostic staff member 
to assist in the explanation of the assessment procedures, instruments, or 
tests appropriate for pre-placement evaluation, 

Once parental approval has been obtained in writing, responsibility for 
scheduling the evaluative Process usually resides at the central administra- 
tion level. However, the evaluation itself will probably be carried out in 
the building and the principal will need to arrange for appropriate space 
or spaces in which this may be done, and to coordinate time schedules 
ahd communicate with the teacher in the event that the pupil assessment 
is carried out in sessions on different days or by a variety of diagnostic 
team members. 

After the relevant diagnostic data has been assembled, a sécond confer- 
ence must be scheduled to include the parent and child, if deemed appro- 
priate, all personnel participating in the evaluation, the child’s teacher, and 
an administrator of special education representing the superintendent’s 
office, and other individuals at the discretion of the parents or the school 
system. While the principal is not mandated to participate by the language 
of the act, and in many school systems will not have responsibility for 
convening the conference, principals may be assigned the role of the 
administrator acting as the superintendent’s designee. In most instances, 
principals will be invited, will probably have to schedule space, and will 
in most cases wish to participate inasmuch as the findings of the evaluative 
process will be shared and an individualized education plan formulated for 
the child. 

Aside from input the principal may wish to offer at the conference, there 
is a need to be aware of the educational plan developed for the child 
and a readiness to cooperate in the implementation of the plan. It is 
important to note that the child’s placement in special education or 
need for special services may not be predetermined by any professional 
staff member connected with the case, and must take place within the 
case conference with final written approval by the parent before imple- 
mentation may occur. 

If the parents are in disagreement with the recommendations of the case 
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conference, the findings of the evaluative procedures, or agree to place- 
ment and later change their minds, they have the right to request a hearing 
before an impartial hearing officer if differences of opinion cannot be 
resolved with the professionals acting for the school. 

The specific elements of parental rights are: 


1. The right to written and timely notice of the place and time of the 
hearing. 

2. The right to review all information and records the school has compiled 
on their child. 

3. The right to obtain an independent evaluation at the expense of the 
school. 

4. The right to be represented by counsel. 

5. The right to bring witnesses. 

6. The right to present evidence. 

7. The right to cross-examine witnesses. 

8. The right to a complete written report of the hearing proceedings and 
findings. 

9. The right to appeal the decision. 


There is little doubt that these rights as enumerated represent an un- 
precedented legal intrusion into educational procedures previously assumed 
to be matters of policy to be determined by state or local boards of educa- 
tion, or by administrative regulation. The potential impact of these rights 
upon the principal seem self-evident, and may be significant to the extent 
to which such procedures are invoked by parents. Generally, the steps 
leading to the arrangement of a hearing will be responsibilities at the 
central administration level with counsel from the board’s attorney. How- 
ever, principals can expect to provide assistance in preparing the school’s 
case and should be prepared to testify at the hearing with the recognition 
of a strong prospect for being cross-examined as a part of such testimony. 

The many innuendoes of due process rights have by no means been 
exhausted in this brief review, but the considerations enumerated are 
primary ones that relate to the fundamental steps of referral, evaluation, and 
placement of pupils into programs of special education and services and 
the rights of parents to participate in decision making in each step. While 
even these may seem imposing and legally excessive to educators, it would 
seem prudent to have the entire professional staff totally aware of them 
and to implement operating procedures taking them into account. Once the 
school system has made the necessary adaptions in procedure, the likeli- 
hood of parents invoking the complaint procedures should be considerably 
diminished. Over a period of years, the schools have an opportunity to 
generate a record of credibility with the community in such issues so that 
most parent concerns can be resolved on the basis of communication, mutual 


trust, and respect. 


Ficure 11.1. Generic checklist of procedures specified or implied in 
federal law and regulation. 


teacher, principal 


Parent conference/written 
Notification re: reasons 
for referral; due process 
rights. Written consent 
for evaluation OBTAINED. 


Parent conference/written notification re: 
reasons for referral; due process rights. 
Written consent to test NOT obtained; 
Process STOPS.” 


Evaluation completed 


Case conference committee—lEP 
recommendation to superintendent 


Supt. informs parent of: 
1, Recommendations of IEP. 
2. Due process rights. 

3. Request for written consent 
for placement. 


Written consent NOT obtained; 
Parent refuses any special 


education placement; process 
STOPS. 


Written consent 
for placement 
OBTAINED 


Written consent NOT obtained; 
parent desires special 

education placement other 
than recommended by LEA, 

A HEARING IS REQUESTED WITH LEA,| 


LEA hearing is conducted, 


Hearing officer 
rules in favor 


of SCHOOL. 


Hearing officer 
rules in favor 
of PARENTS, 


Written consent NOT obtained. 
Parent refuses any special 
educational placement, 


Process STOPS 
SEA rules in favor 
of parents. 


Written consent OBTAINED. 
Placement is made 


according to LEA ruling.** 


Parent appeals to 
state education 
agency. 


Written consent OBTAINED, 
Placement is made 
according to LEA hearing 
officer's ruling. ** 


SEA rules in favor 
of school. 


Parent 
initiates 


Written consent 
NOT obtained; 
Process STOPS. 


civil action. 


"State statutory language ma 


Iy Permit school to instigate further action to 
facilitate proper placement. 


“*The principal should be aware tht parents may request a change in placement at a later date. 
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Figure 11.1 provides the reader with a generic checklist of procedures 
specified or implied in federal law and regulations. The reader must check 
the details of the state and local variances in such areas as appeal routes, 
initiating changes in previously agreed-upon placement, and so on. 

A great majority of parents will accept the school’s evaluation and edu- 
cational plan for their children. There are a few exceptions in which the 
parents, though full of good intentions, react irrationally and emotionally 
to the news that their child may need special help. They can refuse special 
placement and programming and in some instances seriously affect their 
child’s welfare. At this point the school is faced with a problem. It is our 
opinion that the principal or other administrators would be under moral 
obligation to initiate further hearings on behalf of the child. Hopefully, 
the school would not need to press charges under child-neglect laws or 
other appropriate laws. It is anticipated that such a situation will, and 
possibly should, occur if regulations continue to be overloaded in favor of 
one “side” or the other to the possible negative effect upon the student. 


An Individualized Education Plan for Every Handicapped Child 
The concept of providing educational opportunities and experiences for 
individual learners according to the unique abilities and needs of each is 
not new to education. It has generally been recognized as the educational 
ideal toward which teachers should strive in organizing for instruction, 
even though the public schools have traditionally been organized on a 
mass-production model with the individual being first identified as a 
member of a group employing age or grade-level designations. Concerns 
over the needs of the individual versus the realities of group instruction 
and management have occupied a central position in educational philos- 
ophy and practice over many generations, but the language of legislation 
takes this question out of the realm of speculation and debate for the 
education of handicapped children. The federal mandate requires an 
Individualized Education Plan (IEP) for each identified handicapped child 
before special services or placement may occur. This plan must be formu- 
lated in an individual case conference to include the parents and child, 
if appropriate, to the educational personnel enumerated in the previous 
section. The conference must generate a written plan that is agreed upon 
by the participants and attested to by the signature of each. The formal 
content of the IEP includes the following: 
1. A statement of the child’s present levels of educational performance; 
2. A statement of the annual goals; 
3. A statement of the short-term instructional objectives; 
4. A statement of the specific special education and related services to 
be provided to the child; 
5. A description of the extent to which the child will be able to participate 
in regular educational programs; 
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6. Projected dates for initiation of services and the anticipated duration 
of the services; 

7. Appropriate objective criteria, and evaluation procedures and schedules 
for determining, on at least an annual basis, whether the short-term objec- 
tives are being achieved, 


Presumably the case conference to consider the above content must meet 
as long as necessary to reach agreement, or may be reconvened at another 
session if time constraints so dictate and the time deadline of forty days 
between referral and the pre-placement conference is not violated. While 
the principal may have only indirect responsibilities relating to scheduling 
the conference, the ultimate content of the IEP generated in the conference 
may require considerably greater involvement. The extent to which this is 
true is dependent upon the nature and number of special education per- 
sonnel and programs housed in the building. If a pupil’s IEP calls for 
full-time special class placement in a room located in the building, the 
principal’s task in implementing such a transfer may be relatively simple. 
If the child is to continue in the regular class and receive services from 
itinerant personnel or a resource room teacher, the principal’s task in 
coordinating suitable time schedules for the teachers involved, and assuring 
that the requirements of the IEP are met, may be more complex. These 
arrangements may also include the consideration of any specific statements 
in the IEP regarding least restrictive environment as noted in item five 
above. Accountability for most other elements of the IEP will reside in 
the roles of instructional and supportive personnel connected with the 
special education program. 


Regular Review of Each Handicapped Child's Educational Plan. It 
may be asserted that regular review of educational progress has long 
been practiced in American schools as manifested in report cards to 
parents at periodic intervals and administration of system-wide achieve- 
ment tests at selected grade levels. Nevertheless, the regular review of the 
handicapped student’s plan involves more than the reduction of complex 
learning and behavior to marks on a report card, or the obtaining of norm- 
based achievement scores, The review refers specifically to the IEP dis- 
cussed in the previous section and represents an evaluation of its contents. 
The word “regular” had been interpreted as “not less than annually,” and 
the review process requires a conference to include the parents, the child 
if appropriate, all instructional personnel in contact with the child, and any 
supportive or diagnostic staff deemed necessary to a thorough review. The 
primary objective data to be compiled in advance of this conference, often 
called the annual case review conference, will in most instances be quanti- 
tative and relate to the criterion measures of goals and objectives stated 
in the IEP. If the objectives are written in behavioral, and, therefore, 
measurable terms, the major basis for judging the adequacy and appropri- 
ateness of the handicapped pupil’s educational plan can be more readily 
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attained. However, this conference must also allow for observations and 
considerations that may be more subjective in nature, including such items 
as a look at the child’s physical growth, the need for contact with an older 
social group, or social-emotional maturation that might presage readiness 
for increased exposure to a regular classroom experience as opposed to 
continued full-time special class placement. Certainly the principal may 
wish to offer input on such items or others that relate to least restrictive 
environment, readiness for assignment to another setting within the school, 
or advancement to an older age group in another building. 

Once a handicapped child has had an IEP that has been implemented 
through an academic year during which evaluative data has been gathered, 
the annual case review can serve the dual purpose of the mandated regular 
review and also the conference during which the next academic year’s 
IEP can be generated. The principal should be aware, too, that even though 
most IEPs will be based on the academic year and will prove adequate 
for that time period if well written, the parent or teachers associated with 
the child have the right and may request a review of the child’s progress 
and program at any time during the year. 


Least Restrictive Alternative Concept in Placement of 
Handicapped Children 


The consideration of least restrictive environment in the educational place- 
ment of handicapped children represents a marked departure from past 
practice in the provision of special education for the handicapped. The 
traditional practice of serving most handicapped children in full-time 
self-contained classes had undergone considerable challenge and resistance 
from parents and advocacy groups prior to the passage of PL 94-142, and 
this influence undoubtedly has shaped legislation so as to include the con- 
cept of least restrictive alternative. This concept presumes that the regular 
classroom, undifferentiated on the basis of the personal characteristics of 
the pupils assigned, is the most normal school environment and one in 
which all pupils have a right to participate. Any instruction or service 
provided to handicapped children outside of this setting requires those 
steps already discussed under due process, with particular note of the 
parental approval required. Implementation of this concept necessitates 
that schools greatly expand the range of delivery systems by which handi- 
capped children can be served. 

Figure 11.2 indicates a continuum of theoretically desirable/undesirable 
combinations of educational services provided to the handicapped. 

It is obvious that on any continuum there are many shadings and Figure 
11.2 is no exception. The alternatives that may be developed can fall in 
between many of the above environments and types of personnel, but the 
intent is that the principal see the potential combinations. The principal 
and staff need to supply the realities upon which the decisions about the 
best combination of services for each student are decided. 
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In effect, it is presumed that the regular classroom and the full-time 
special classroom represent polar extremes of a continuum, with the regular 
classroom being the optimal environment for children and the full-time 
special classroom or special school the least desirable. Remember, that in 
the case conference to develop the IEP, it is necessary to address the 
question of the extent to which the child’s special needs can be served with 
minimal movement or time away from the optimal setting. The practice 
of reintegrating identified handicapped pupils who had earlier been segre- 
gated, or maintaining newly identified handicapped children within the 
regular class setting to the maximum extent, has been popularly referred 
to as mainstreaming. 

As could be anticipated, the attempt to reverse the practice in which the 
significantly different pupil was identified, referred, and placed from regular 
education to a parallel and frequently separate system called special educa- 
tion, has sometimes been met with anxiety, frustration, and dismay by 
many teachers and administrators. Admittedly, not all special educators 
are convinced that the premises underlying the least restrictive environ- 
ment concept are educationally, socially, or psychologically defensible, and, 
from a legal point of view, may have the weakest constitutional basis. 

In addition, there is simply no empirical data to show that educational, 
social, and emotional benefits to the child derived via mainstreaming equal 
or exceed those derived via the more traditional delivery system. Never- 
theless, regardless of professional and academic arguments questioning the 
merits of this provision, the present requirements of the IEP and due 
process safeguards will have to be observed in order to be legally correct. 

Principals involved in any degree of mainstreaming realize that informa- 
tion to the regular class teachers and a readiness on the principal’s part 
to play a strong supportive role are essential to successful mainstreaming 
efforts. Informing the staff requires more than a note in the end-of-year 
bulletin in June to the effect that handicapped pupils are to be integrated 
or reintegrated in regular classes the following September. Ideally, inservice 
experiences to cushion the shock of the idea, and time to incorporate the 
concept of cooperative relationships that may ensue from the presence of 
a newly defined delivery system and new professional special education 
staff, would be desirable. Practically speaking, that ideal was not an option 
for most principals who had to implement much of the mainstreaming 
concept without any significant lead time because of the short time lapse 
between the promulgation of the federal regulations and their becoming 
effective. Nevertheless, it is not too late to pursue an inservice information- 
giving process if for no other reason than to offer perspective to teachers 
who may feel very bewildered and slightly resentful because of the “new 
order” that may have been imposed upon them. 

In addition, the clarification of roles and lines of communication between 
regular, special, supportive, and administrative staff may need continued 


attention over a long period of time. 
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The supportive role alluded to earlier may be manifested by the need 
of the principal to act as a facilitating third party in smoothing the course 
of staff relationships until, hopefully, both regular classroom and special 
education or supportive staff have developed trust and mutual professional 
respect. In this instance, as in so many other educational situations, the 
need to practice and reinforce positive human relationships and continued 
communication efforts cannot be overemphasized. Pragmatically, these con- 
siderations must also extend to the parents and to the children whose 
welfare must be the primary common interest of all the adults involved. 

Certain responses can be rationally anticipated. Parents of moderately, 
severely, profoundly, and multiply handicapped children will generally be 
aware of the nature of their child’s needs before the age of school admission, 
and are often fairly realistic regarding educational options, goals, and 
aspirations. Most of these parents will understand that physical manage- 
ment, fire and other safety considerations, limited communication skills of 
the child, the level at which learning experiences must be structured, and 
numerous other individual needs may render the concept of least restrictive 
alternative of only academic interest. For all aspects of the child’s growth, 
development, and sometimes simple survival, a self-contained setting may 
be necessary and acceptable from both the school’s and parent’s point 
of view. 

On the other hand, children who are mildly handicapped in such areas 
as limited general intellect, learning disabilities, emotional disturbance, 
undiagnosed sensory defects, or special health problems are often un- 
recognized until the nature of the problem is manifested by lack of progress 
in school. In these cases the school becomes the “bearer of bad tidings” 
to the parents and, therefore, the object of maladaptive psychological 
responses from some parents who may then demand unreasonable, or even 
nonexistent, educational solutions to their child’s need. Some of these 
demands may include the insistence that all of the identified needs be 
resolved within the regular classroom or with only the most minimal 
removal from it. Here, again, the human relations and communications 
skills of the principal and the entire case conference team may be put to 
the test in attempting to resolve an IEP that will give maximum priority 
to the child’s needs and lesser concern to the psychological needs of the 
parents. Indeed, the above generalizations should be treated with caution, 


but may provide some general perspective for the principal's operational 
frame of reference. 


Testing and Evaluation Materials and Procedures Used for 
the Purposes of Evaluation and Placement of Handicapped 


Children Must be Selected and Administered so as Not to be 
Racially and Culturally Discriminatory 


This policy and the local response to it will probably 


be developed at the 
school board level and monitored through an office 


of the central adminis- 
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tration. The principal must be aware of the federal requirements and 
associated policies and procedures and should communicate these to the 
building faculty before possible violations occur. 

Since most group and individual tests in the field today are subject to 
criticism on the basis of having racially and culturally discriminatory items, 
it would seem wise to allow only the use of assessment approaches stated 
in broad policy or those permitted to professional diagnostic staff. The 
general rule governing evaluation of children for handicapped services 
permits the use of testing or evaluative tools without parental approval as 
long as such assessment is made of all pupils in a classroom, or at designated 
age or grade levels by official board policy. The use of any diagnostic 
approaches or instruments utilized only with selected students, and not 
covered by the above general policy, requires parental consent in the 
framework of the due process guarantees discussed earlier. So, while the 
content and implementation of a testing program may rest outside of the 
principal's direct responsibility, the need to be informed and to monitor 
the activity of the building staff in this area will be a tangential responsi- 


bility of that office. 


Program Scope Extended into What Has Been Traditionally 
Viewed as Pre- and Post-school Age Groups 


It is required that a free appropriate public education be available for 
all handicapped children aged three through twenty-one, 

An exception in these requirements is possible for those aged three, four, 
five, eighteen, nineteen, twenty, or twenty-one years in those states having 
legislation, practice, or court order addressing education for the handi- 
capped and the age groups to be served. No exceptions are made in the 
federal law for pupils aged six through eighteen. Additional interpretation 
also asserts that local and state past practice becomes a criterion for deter- 
mining age eligibility for special educational services, 

For example, a local school system that has practiced a policy of oper- 
ating kindergartens for five-year-olds or nursery, headstart, and similar 
programs for younger children is obligated to serve handicapped children 
in those age groups even though the state statutes do not include these 
children in the laws pertaining to education for the handicapped. The 
principal, then, must be aware of the content of the federal and state laws 
on this issue, and of the implications of past practice beyond what state 
laws may address regarding age groups to be served. Thus, the principal 
with a kindergarten program for five-year-olds should expect to coopera- 
tively participate in program planning for handicapped five-year-olds in 
his/her building or by some alternate arrangement even though in the 
past these children may have been arbitrarily, or by board policy or state 
law, excluded from such participation. Most of the earlier discussion on 
the right to a free and appropriate public education is germane to this 


topic also. 


220 IMPROVING LEARNING IN THE SCHOOL 


Cooperation Between Local, State, and Federal Levels 
Assures Compliance with the Law 


The burden of proof regarding compliance with mandates rests with the 
local education agency, and a commitment to rigorous documentation is 
fundamental to such proof. It is required to have a legally correct set of 
records to which one may refer in case of parental questions or disgruntle- 
ment that may lead to a hearing or litigation. Further, it is necessary to 
have a detailed record of professional activity that may be important in 
the long-range planning, management, and evaluation of the educational 
program for handicapped pupils. 

Administrators may anticipate that monitoring for compliance will un- 
doubtedly move in the direction of program audit by on-site visitation, 
either by state or federal audit teams, or possibly in combination. The 
likely pattern to emerge will be program audit by the state on a one-, two-, 
or three-year rotating schedule for all LEAs in a state, with the prospect 
of unannounced follow-up spot check audits by federal teams on an 
irregular basis. One may expect that program audits will be fairly rigorous. 

Implications of the above discussion will probably vary for principals 
from one building to the next, depending upon the extent to which numbers 
of students may be involved in special education and the nature of the 
special education services delivered in the building. Certainly all principals 
will need to stock certain standard forms such as referral forms for parents 
or classroom teachers, and should maintain a file of written communications 
to the parents and, though it may seem excessively cautious, a log of phone 
conversations initiated either by the principal or parent and pertinent to 
a child referred or receiving special education services, In addition, princi- 
pals should make certain that their responsibilities in the total process of 
referral, evaluation, placement, and review of individual handicapped 
pupils are well defined and that a complete file of documentation through 
these steps is maintained for each pupil served in the building. Only in 
this manner can principals be prepared to assume appropriate account- 
ability that may relate to individual pupil progress, program audit, or 
parent-initiated complaint procedures leading to hearings or litigation. 


Summary Observations 


The features addressed in this chapter are not to be viewed as comprehen- 
sive nor is the commentary to be viewed as legal opinion. The attempt has 
been to present key elements of federal legislation that represent a mandate 
to the states and localities, together with consideration of the impact this 
may have at the building level for the principal's administrative tasks. There 
will undoubtedly be continuing interpretation regarding some of the lan- 
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guage and differences of opinion in those interpretations as viewed by 
various constituencies affected by the law. Because legislation regarding 
education for the handicapped is intended to redress discriminatory prac- 
tices of the past and safeguard opportunities for the education of handi- 
capped children, it often appears to invite complaints on the part of parents 
by detailing the procedures that are required of the schools. Parents 
individually or in organized groups can be expected to watchdog the local 
programs and are especially likely to direct questions and expressions of 
dissatisfaction to the principal of a building in which a child is being 
served. For these reasons, the principal is in a key position to mediate some 
of the initial concerns of parents and defuse many problems that may 
become time-consuming and potentially costly if the hearing process or 
litigation is pursued. 

It can be anticipated that some parents will make unreasonable demands 
upon the school and expect unrealistic services for their children through 
participation in the IEP case conferencing and case review procedures, In 
view of all these irksome potentialities, principals can easily fall into an 
attitude of defensiveness, and, either subtly or overtly, convey to parents 
the feeling of resistance or an adversarial stance. Despite the experience of 
certain stresses and frustrations in attempting to work through the initial 
problems in delivering services to handicapped children, and in meeting the 
many requirements, it would seem the path of administrative wisdom to 
demonstrate a genuine openness in parental communication and maximum 
efforts to promote teamwork with parents. 

It will be obvious to principals that practically everything about the 
federal act has implications for the utilization of time, and ultimately 
personnel, whether professional, paraprofessional, or clerical, The principal 
will be challenged to prioritize time use to supervise or monitor new activi- 
ties within the building as well as the direct participation in case confer- 
encing, telephone communications, or other responsibilities that may emerge 
as programs develop. Principals must also provide for the participation of 
both special and regular classroom teachers in IEP conferencing and case 
reviews. These required activities may take hours and days for significant 
periods of time, depending on numbers of children served in the building. 

The necessity for documentation noted in earlier discussion also has 
implications for the use of professional staff time and administrators cannot 
expect to impose these added tasks upon existing role definitions that in- 
clude a full instructional day, without the risk of creating serious morale 
problems or possibly violating working conditions agreed upon in bargained 
contracts with the instructional staff. Principals must be alert to such devel- 
oping needs and be ready to communicate them to the central administra- 
tion with requests for the human and materials resources required if a 


quality program is to ensue. 
Again, the principal is found in a pivotal role in the process of personal 
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and professional growth that has challenged all educators to maximum 
adaptability throughout a continuing era of rapid social change. 


Other Exceptionalities 


Thus far we have been focusing upon providing for those who find difficulty 
in functioning “up to” the normal range of physical or intellectual per- 
formance. It may be that our society, particularly the educational sector, 
may be suffering from this concept of normality to the point that we do 
not expect a great variation among us. Certainly the provisions for children 
who can perform exceptionally well are not commonplace. Notable excep- 
tions seem to be made for athletes, but getting to ride in the school station 
wagon to the state contest seems to be sufficient for the truly gifted pianist 
or vocal soloist. Seldom does the school seek the well-known ceramics 
artist in the community, or the interior designer or other talented persons 
to provide time for a truly gifted pupil to observe, or ask questions or 
work with that person as part of the educational experience. Such activity 
seems to be much more acceptable for “work-study” office jobs, or those 
associated with the industrial arts. 

It seems impossible to say that an adequate educational program has been 
provided for exceptional students if the prevailing attitude is, “We can’t 
provide for everyone; besides, those kids will make it, anyway.” Those 
exceptionally talented young people are many of the ones who can enrich 
our own lives and those who live long after us if we do not almost force 
them to conform to the mean. Certainly we have been remiss if we do not 
provide instructional experiences and flexible structures that will enhance 
the quality of school life for the exceptionally gifted. It is hoped the schools 
will take the initiative to provide for these exceptional children so that 
another constraints-oriented federal system of educational procedures does 
not have to be legislated. In October of 1978 beginning legislation was 
passed that recognized the need to develop this critical human resource, 
the gifted and talented youth of our country. 


Analysis of the Instructional Program 


Unfortunately, many opportunities exist to reinforce the idea that human 
variance is a negative thing, even variance toward genius. Although most 
persons involved in the instructional program will give strong verbal support 
to the idea that differences must be provided for, facilities, materials, and 
practices may be implying something else. Because of this dichotomy be- 
tween verbal assent and actual practice, the principal might find the follow- 
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ing assumptions and questions helpful in looking at the instructional 
program, and in further developing his/her own sets of assumptions and 
questions: 


Some Assumptions: 


L 


Because of the wide variances in human beings, an instructional pro- 
gram of truly individualized instruction would best provide for the 
exceptional child. 

To deal effectively with a wide range of differences, the regular teacher 
will need to extend his or her conversance with instructional compe- 
tencies needed for meeting a wide range of human variance. 

Close liaison between special and regular classroom teachers is not 


only desirable, but essential. 
Individualization is not possible without definitive knowledge of where 


each child is in terms of the competency in question, and a continuing 
assessment of each child’s progress. 


Some Questions 


l. 


oN 


Are the materials available to the teachers distributed in quantities that 
assume all the children in a given bloc (a classroom) to be at the same 
level of competency? What additional resources are readily available 
on a practical basis to each teacher? 

Does the way the children spend their time on designated activities 
encourage compartmentalization of “subjects”? Do all the children 
in a bloc have “X” number of minutes for reading, “Y” minutes for 
arithmetic? Does this assume that all children get the same amount of 
learning by spending the same amount of time on a given topic? 
What diagnostic techniques are used by the teacher for individual 
students? What instructional provisions are made as a result of the 


use of these techniques? 
What opportunities are afforded children to interact with other than 


their own class or age group? A 
What opportunities are afforded students to interact with adults in roles 


not connected with the schools? 

What specific objectives do the teachers have for individuals in their 
classes? What measures do the teachers use to determine if the objec- 
tives have been met? 

Are handicapped children “excused” from performance objectives? 
What provisions are made for exceptionally talented students to extend 
themselves, or are they limited to doing more of the same until others 


catch up? ; 
What is the nature of the referrals of teachers to get special help for 


children? 
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10. What specific provisions are now being made for the handicapped? 
Do such provisions tend to identify a group and tend to fix that group 
identification in the perceptions of teachers, students, and community? 

11. What instructional strategies are employed in support of the fact that 
children learn as well or better from other children as they do from 
adults? 


Developing Cooperative Resource Bases 


As the allocator of resources in a given school, the principal has at least 
two tasks in providing for exceptional students: (1) He/she should be 
continuously assessing the use of resources, and (2) he/she must develop 
new resources. 

In the first instance, the principal must keep in mind not only physical 
inventories of materials and supplies, but human resources of skills and 
time. Often the students’ time is overlooked as a valuable resource. It 
would be appropriate, particularly in considering exceptionalities to assess 
the utilization of students’ time. This might be done most effectively as a 
cooperative study between the teacher, the principal, and observers knowl- 
edgeable about the behavior of exceptional children. 

The principal is faced with the problem of maximizing “task” and “people” 
dimensions while at the same time integrating the two for both sides of 
the artificial dichotomy of special education and regular education. This 
is somewhat like the problem of putting together those four blocks of red, 
blue, green, and white sides so that they all appear to be alike. When all 
seems right on one or two sides, they are completely out of line on another. 
A promising tack for the principal is to increase the interaction of the more 
people-child-oriented teachers with their counterparts in special education 
concerning a current instructional problem identified by the teachers that 
deals with providing worthwhile learning experiences for exceptional 
children. 

Not only should the principal be very familiar with existing and probable 
legislation dealing with exceptional children, he/she should have a face-to- 
face working relationship with local, and as much as possible with regional, 
and university special resource persons. Such a relationship should provide 
the school with direct service to children, inservice education for teachers, 
resources for materials, assistance in planning, and continuous up-dating 
about many aspects of providing for exceptional children. He/she should 
also encourage trying different staffing patterns that have been found effec- 
tive in similar situations such as teaming with one member of the team 
being special-education trained; utilization of a resource teacher; inservice- 
preservice education teams, and so on. 
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A Staff Development Program Leading to Alternatives 
for Children 


The specter of inservice-programs-past wafts through the corridors, leaving 
the stench of old tobacco and stale coffee as the most lasting impact of 
some efforts at staff development. Even with this gloomy given, the princi- 
pal still has the responsibility to improve the instructional program to 
provide for all children, and to do this, must be involved in staff develop- 
ment. Focusing upon providing for the handicapped, such staff development 
might occur in a staff study of handicapping conditions and an examination 
of practices that develop and reinforce imposed handicaps. 

The whole-staff approach is productive in some instances, but often 
greater impact can be realized by working closely with individuals and 
small groups of teachers to solve their instructional problems in providing 
for exceptional children, thus meeting both task and person needs. A vital 
key to such an individualized approach is the principals knowing the 
instructional needs and being able to bring resources to bear upon the needs. 

The natural outgrowth of an effective staff development program is the 
increased “copeability” of the teachers to recognize and to provide for wide 
ranges of differences among the children they work with. 


Providing for Each Student 


If provision is made for each student, the result is education for all and 
the labels “special education” or “education of the exceptional child” are 
redundant. Until such time as we socictally do not include or exclude on 
the basis of variance from the norm, the principal needs to be sensitive 
about the curricular and instructional provisions for all; developing resource 
bases; and continuing staff development. Time spent on providing for each 
student is the center of the principal's major task. It would seem appropriate 
that an individualized educational plan should be prepared for each child, 
not just those fitting under some legal provision or for whom extra funding 
might be obtained. 

The principal can exert much influence upon the educational attitude of 
a school toward eliminating school-imposed handicaps by exposing them for 
what they really are. It is the authors’ belief that it is imperative that he 


or she make every effort to do so. 


For Further Thought 


1. Why is the principal a key person in influencing the educational attitude 
of a school toward providing for the exceptional student? 
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2. Is it conceivable that a family name can serve as a handicap to a child? 
How can such an occurence be minimized? . 

3. A group of parents of “normal” children are aroused about the large 
expenditures of funds for a very few children draining away dollars 
from their children. Outline your response to this group. 

4, How can the expectations of others shape a disabled person’s self- 
concept both negatively and positively and help shape what the person 
can do? 

5. Debate the resolution that it takes unequal spending to provide equal 
opportunity. 

6. Does mainstreaming restrict the alternatives for the exceptionally able 
student? 

7. Should every child be entitled to a personalized educational plan? 


Chapter 12 A Framework for Evaluation 


Evaluation: The very term itself causes a variety of responses ranging from 
fear through avoidance through partial acceptance on to eager utilization 
in the decision-making process. Closely associated with evaluation and 
decision making is the term “accountability.” Although accountability and 
evaluation are not the same, they are practically inseparable. The principal 
of a school is at the center of each process. In this position, the principal 
may again be found in between expectations of the school board, central 
administration, organized groups, and/or allegedly aggrieved individuals. 
Yet, evaluation is essential to the continuous improvement of the quality of 
life of each individual within the school, including both pupils and teachers. 
It is the purpose of this and the following chapter to give the principal a 
frame of reference about the evaluation process and some insights regarding 
initiating and implementing the process. It is not within the scope of these 
chapters to make the reader an expert evaluator; however, the reader will 
find several references that will be of help in developing evaluation con- 
cepts and skills. 

The two chapters are organized as follows: Chapter 12—A Framework 
for Evaluation is subdivided into General Guidelines, What Is to Be 
Evaluated, What Means Are Available, and Considerations for Presenting 
Evaluation Results. Chapter 13—Evaluation of Individual Performance treats 
The Evaluation of Teaching and Evaluation of Student Progress. 

It will be helpful to the reader to select a specific educational program 
with which he/she is familiar and to use this as the context for the 
first of the two chapters. This may be some “regular” program or a special 
innovative project; however, the reader should be thoroughly familiar with 
the total program and its operational parts. 

The purpose of evaluation in education is to help the-educational process 
better relate to the client’s needs. Evaluation does not stop at the point 
of inspecting to see if something occurred or did not occur. Evaluation is 
a continuous process focused upon improving the effectiveness of reaching 
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the school’s goals and objectives. This view links the evaluation process 
with decision making, for improvement cannot result from evaluation unless 
changes are implemented. These changes may be the development and 
utilization of selected instructional skills or the reordering of priorities, of 
purposes, and/or resources, or dropping or adopting alternative means to 
accomplish specific objectives. It is at this point the school fulfills the con- 
cept of accountability in that it goes beyond a description of what is and 
develops supplemental or corrective actions. 

The evaluation process may well be viewed as showing concern for 
students, faculty, and even the community itself. It need not be a fearsome, 
oppressive checking to see if goals have been efficiently met and, if not, 
the setting of the stage for an inquisition. Rather, the evaluation process 
should be thought of as the clarification of purpose, generation of data, and 
analysis thereof in meaningful information to determine next steps toward 
improving current practice. 

While the process must really yield the foregoing information, evaluation 
implies that judgments will be made. Ordinarily, these judgments are best 
made by those who must implement corrective or supplemental action 
decisions. Seldom is any evaluation effective as a unilateral, solo effort. 

The judgments made usually will be focused upon the teaching/learning 
process and the supporting environment of that process. The valuing or 
judging process is represented in Figure 12.1. 

It is clear that one type of comparison may not be sufficient to make 
judgments about a specific program. To provide resources confidently to a 


Ficure 12.1. A representation of the judging/value process. 
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Ficure 12.2. Steps in utilizing evaluation for making decisions. 
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program that appears to be “better” than any similar program in surround- 
ing schools may be extremely naive, and, in fact, irresponsible if based on 
one comparison. On the other hand, to discontinue a program because it 
does not meet some standards of excellence, e.g., upper quartile on some 
national norms, may be equally naive and irresponsible. The evaluation 
process will yield data and information that are useful to those making 
decisions about the programs evaluated. Decisions, then, may be viewed 
as a product of evaluation. Figure 12.2 is a representation of the steps 
toward making decisions based upon the information resulting from 
evaluation." 


General Guidelines 


The evaluator will wish to keep the following in mind as he/she reviews 
past evaluations and plans the evaluation processes that relate to the 
programs being evaluated and to the audiences interested in the evaluation: 


1. Those persons involved in the educational activity being evaluated 
should be involved as meaningfully as feasible in the design of the 
evaluation. 

2. In designing an evaluation program, one should include a listing of 
possible outcomes that could result from the evaluation. 

3. One single piece of data or information will seldom provide a sufficient 
base for evaluation, nor will data from a single source ordinarily be 
sufficient. : 

4. Programs, processes of data generation, treatments, and type of data or 

instruments are not always rigidly good or bad. There are continua of 

relative degrees of appropriateness in nearly all cases. 

Ordinarily there is no one single audience for the results of the evaluation. 

6. Possible/probable influences external to the evaluated educational activ- 


ity should be examined. 


pr 


Information Considerations 

Evaluation is based upon information. It is important to consider what 
- a » « » . 

is meant by the term “information” as opposed to the term “data.” A bit 
F 5 i ion of decision making in the evaluation process, see 

ier ee pe ag er Evaluation and Decision Making (Blooming- 

ton: Phi Delta Kappa, Inc., 1971). 
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of information is usually derived from data of some sort. Information 
clearly describes and/or differentiates among things according to a set of 
values. Data merely reflect the status of a variable or set of variables 
within a situation. For example, the fact that absenteeism rises sharply at 
an almost predictable rate from April 1 to the end of the school year in 
three or four schools in a particular section of a city is not really infor- 
mation. Nor is the fact particularly revealing that 20 per cent of the 
schools’ enrollments are children in families that work in certain agricultural 
regions during crop-planting and harvesting times. Another fact about 
attendance in these schools is that there is a relatively low rate of student 
attrition, that is, when a student enrolls in one of these schools, he usually 
“graduates” from the eighth grade. A search to find if these data are related 
is obviously necessary. Many other data will need to be collected before 
the picture is clear. Once this is done, the investigator can form a piece 
of information that will be helpful in making some decisions. 

There are very few situations that can be evaluated, using one piece 
of information, particularly in education where the human variables are 
almost limitless, not to mention the social, political, and economic factors. 
Any program results from a plurality of reasons and the same program 
will have a plurality of outcomes. Therefore, a single piece of information 
will fall far short of really evaluating a program. 

By the same token, to look at just one outcome may bias the results to 
the point of making decisions about the program with a piece of information 
that points the opposite direction from the direction of all the other pieces 
of information. For example, let us look at a device employed by a teacher 
to teach some middle-grade students the multiplication tables. Several 
audiotapes were made with multiplication table drills and answers on them. 
Each morning the first ten minutes of class were spent with the tape 
recorder, the drill tapes, and class responses to the tapes. If one piece of 
information were used to evaluate the program, decisions might be made 
to expand it to other areas, publicize it to other teachers, or at least 
continue it with future classes. If the only question asked was, “Did the 
students learn their multiplication tables?” the one piece of information 
would yield an unqualified, “Yes.” However, there were other data of 
interest. The number of times the tape recorder was used for other purposes 
decreased. Tardiness for that particular room increased alarmingly. 

The evaluator then is faced with another reality. All the data about a 
program or project cannot be collected and analyzed. The evaluator should 
see that a hierarchy of the importance of certain outcomes is established. 
The principal should be involved in this process with the teachers as they 
evaluate their efforts and with “outside” evaluators as they work in the 
school. If a decision is to be made regarding the tape recorder technique 
for drill in the multiplication tables, the ordering of one set of outcomes 
in relation to another set is necessary, 
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Use of “Outside” Evaluators 


If “outside” evaluators are to be used, it is important that their role be 
defined and clearly understood before the evaluation process begins. Such 
clarification is important to offset misunderstandings on the part of faculty, 
administration, pupils, the community or other potential users of the 
evaluation. There appear to be two “camps” of evaluators when it comes 
to viewing their roles. One group wishes to gather data, analyze it, and 
present it to the consumers in as value-free a way as possible. Another 
group wishes to take valuing responsibility and write up the results as 
being “good” or “bad” and often going on to recommending action. Occa- 
sionally, not having clear understandings about the roles to be played by 
all on the stage can result in not only losing the impact of the plot, but 
could seriously injure the directors and producers. 

Another area of needed clarity is the responsibility factor. To whom is 
the outside evaluator responsible—those persons implementing the educa- 
tional activity being evaluated or to decision makers outside the activity? 
Who owns the data and information generated? 

The caution here is not that outside evaluators are suspect and some- 
thing to be avoided. The caution is that carefully developed prior agree- 
ments should be made and that these agreements be made known to those 
involved in the evaluation. 


Sources of Data 
To seek data from one source can create a distorted picture even though 
several kinds of data are collected. Few programs or projects affect only one 
group. An experimental program in the teaching of journalism in the high 
school may appear to be excellent if information is sought from only the 
students, or from only the teachers. There may be many other groups that 
should provide information input to the evaluation. There may be adminis- 
trative problems with scheduling teachers’ time or pupil time, or facilities, 
If a field-based program, there may be serious accountability, safety, or 
even insurance problems. 

A shift in pupil-teacher load may be necessary. Per pupil expenditures 
may be much more. Parents may have concerns. The local press may react. 
In short, the principal should identify key groups affected and concerned. 


Selection of the Most Appropriate Data 

There are very few instances in which educational situations or selected 
facets of those situations are either all good or all bad, completely un- 
questionable, or completely unacceptable. The evaluation process inherently 
has many possibilities of relative goodness or badness, appropriateness or 
inappropriateness. The important consideration for the principal is that 
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the relativity of these evaluation techniques or treatments applies to pro- 
grams, data, and instruments used. 

Almost every program or project has both positive and negative features. 
The evaluator should be concerned with finding information regarding 
both good and bad features. 

On occasion, controversy rages regarding the usefulness of subjective 
data versus objective data. Some people would have nothing to do with 
subjective data. They regard such data as being totally bad. On the other 
hand, there are others who view objective data as being too narrow, rigid, 
and incomplete in scope to be very useful in making decisions about 
subjective human beings. The fact is that both types of evidence can be 
important. The use of both types can often give a more complete picture 
of the situation being evaluated than can one exclusive of the other. To 
return to our multiplication tables example, the teacher may have been 
wise in also gathering subjective data about the feelings of individuals 
about the taped exercises each morning. The more subjective the data, the 
more evidence or data should be gathered. As with any other data, when 
planning to gather subjective data, the evaluator should have planned how 
he/she is going to analyze and store the data prior to gathering it. 


What Is to Be Evaluated? 


Ideally, the goals and objectives of the program project to be evaluated 
are clearly specified at the beginning of the program. Such a situation 
eases the task of the evaluator. In the likely event that specific objectives 
are not stated, the evaluator must assist those responsible for the activity 
to clarify and to state goals and objectives in definitive terms. The prin- 
cipal’s role in this regard is crucial. He/she should be continuously aiding 
faculty and staff to develop clear objectives. Timing may force the evalua- 
tion of an existing program before the staff has had time to review or to 
rewrite their program objectives, Already the evaluation process has a 
finding and a recommendation, namely, objectives need to be developed. 
The evaluation really cannot proceed much further without them. 

How can the evaluator aid in identifying program objectives? An analysis 
of all program documents and appropriate materials is a beginning point. 
The evaluator should be alert to the consistency or inconsistency among 
materials used in the program or between the materials and stated pro- 
gram objectives. For example, it is not uncommon to find faculties stating 
their goal as being the individualization of instruction so that pupils can 
learn according to their needs and interests, and at their own rates. The 
program and materials may be designed to individualize only the learners’ 
rate. 


A FRAMEWORK FOR EVALUATION 233 


The evaluator can also ask the faculty to identify the program objectives 
and its key features. It may be helpful to have the faculty prioritize the 
objectives so that the evaluation can focus upon the most important and 
thereby be manageable and practical. 

The evaluator will wish to look at more than student outcome objectives 
if he/she is working in an ordinary situation where there are many 
audiences. Student outcome objectives alone can be misleading and may 
not provide the kind of decision-information needed at some other level. 
The principal is cautioned not to use techniques focusing upon selected 
microcomponents of the school to determine the effectiveness of the total 


program. 


Stating Goals and Objectives 

Much heat has been generated regarding the stating of objectives. Semantic 
difficulties provide most of the fuel for the heat, and these difficulties seem 
to hover about the words “behaviorally stated,” “performance criteria,” and 
similar phrases describing objectives. Is there a differentiation between 
goals and objectives? Again much heat can be generated. Generally, goals 
are defined as long-range, broad aims of an institution or program. Objec- 
tives are more short-range aims with specific time frames, ordinarily related 
to the broadly stated goals in that they specify steps toward achieving 
the goals. 

One can become hopelessly bogged down in the “objectives” quagmire. 
Arguments are offered that highly specific behaviorally stated objectives 
tend to focus on trivia to the point that important educational outcomes 
are ignored. Others have the behaviorist-phobia response (which in itself 
seems to be quite Skinnerian) that performance objectives seem to degrade 
all their instructional intentions into narrow, Pavlovian terms. Yet, defensible 
objectives are important guides for programs and people as well as for 
evaluators. Popham has provided an excellent discussion of the use of 
instructional objectives in the evaluation process.? He points out the possi- 
bility that over-precise goals may be too insignificant to pursue and thus 
impractical from several points of view. But he provides the reader with 


some attributes of useful objectives such as: 


—Objectives should effectively clarify the instructional intention. 
—Objectives should have content generally, that is, describe a generaliz- 


able class of learner behaviors. 
—Objectives should have criteria for adequately judging students’ con- 


structed responses (“constructed” as opposed to “selected” from among 
choices). 


2 W. James Popham, Educational Evaluation, Englewood Cliffs, New Jersey: Prentice- 
Hall, Inc., 1975, pp. 45-74. 
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—Objectives should have the important conditions associated with the 
objectives incorporated in the objectives. 
—Objectives ideally should have well-defined performance standards. 


There are key words one can look for in objectives. For example, examine 
the following objectives: 


To teach history so that the students will appreciate its impact upon 
today’s society. 

To teach poetry so that the students will learn to like it. 

To develop understanding of the basic principles of geometry. 

To conduct class so that the pupils behave better in class. 


It becomes quickly obvious that if the evaluator is to determine whether 
the program has succeeded, he/she must develop some way to measure 
the students’ appreciation, liking, understanding, or behaving. An effective 
way to check an objective when reading or writing it is to ask the question, 
“What evidence is there to substantiate the reaching of this objective?” If 
there is no clearly indicated evidence in the objective, it should be re- 
written, or additional subobjectives should be written. For example, the 
last of the illustrated objectives could be rewritten to read, “To organize 
work so that the pupils are out of their seats fewer times per day than 
they are now,” or “To provide learning opportunities in which they are 
interested so that there are fewer interpersonal clashes between pupils per 
day than there are now.” In some situations, these may be either very 
appropriate objectives, although in others these could lead to rigid, stultify- 
ing classroom conditions. Again, the evaluator should be careful not to 
base evaluation on one piece of information. 

Carefully prepared objectives for any enterprise are important for those 
engaged in the activity as well as for someone trying to determine if the 
activity is achieving its intent. But as with the usual household funds, even 
though the objectives are all praiseworthy, there comes a time when 
priorities enter in. Thus, it is not only the principal’s role to help develop 
clear objectives, but to also assist faculty and staff to prioritize objectives. 
Just as the time, energy, even the emotion expended by faculty preparing 
specific objectives are cost items the principal must take into account, so 
is the cost of prioritizing objectives. The forest can easily be lost because 
of all the trees obstructing one’s vision, 


What Means Are Available? 


It is not within the scope of this chapter to detail the instrumentation 
process, but rather it is the aim of the discussion to provide the principal 
with some general considerations, definitions, and references regarding the 
instruments that are used in evaluation, 
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General Considerations 


When selecting or developing an instrument, the evaluator should consider 
the validity, reliability, comparability, and practicality of the instrument. 
These are defined as follows: 


Validity—The instrument measures what it is intended to measure. 

Reliability—The instrument is consistently valid. 

Comparability—The instrument is valid and reliable when administered 
to different groups, that is, it measures the same thing for both groups. 

Practicality—The investment of time, money, and expertise should be 
such that the returns to the school decision-making process are worth 


the expenditures. 


Prepackaged or Homemade Instruments? 


Obviously the answer to such a question is, “It depends.” It depends upon 
the need for generalizability versus specificity; upon the availability of the 
prepackaged instruments; upon their applicability to the local situation; 
upon costs; upon the expertise of available persons to develop instruments; 
and upon a host of other factors. If there is a need for supporting evidence 
to be compared to some sort of norms, decisions must be made regarding 
(1) what set of norms, (2) availability of norms, and (3) practicality of 
generating local norms. 

“A major defect with using norm-referenced measures for purposes of 
educational evaluation is that there is often a substantial lack of con- 
gruence between what the test measures and what is stressed in a local 
curriculum.” * It may be that a combination of prepackaged and “home- 
made” instruments would be most appropriate. 

The evaluator must determine if there is a match between what the test 
measures and what the curriculum is to teach. Popham continues by point- 
ing out the fact that if a large percentage of respondents to an item 
answered correctly, the test publisher would discard the item because it 
did not produce a reasonable degree of response variance. Thus, the typical 
norm-referenced instrument is “relatively insensitive to instruction.” 4 


So You Wish to Design a Questionnaire? 

There are several steps regarding the construction of a questionnaire that 
the principal and/or evaluator must consider. The first step, frequently 
passed over lightly, is carefully and very specifically defining what is to be 
measured, and how the resulting information will be used in making 
decisions regarding the educational program. If either or both of these 


3 Popham, op. cit., p. 107. 
4 Ibid., pp. 108-109. 
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continue to be rather hazy, it might be best not to develop an instrument 
until the haze is dissipated. 

A second concern is deciding how you wish the respondents to indicate 
their answers. Should they respond on a scale from one to five, answer 
“yes” or “no,” or check one column out of several specifically named 
columns? Should the items be open-ended for essaylike responses? 

After the questionnaire is written, it should be field tested prior to gen- 
eral distribution. Obviously, the group selected for the field trial should 
be as nearly representative of the total group of respondents as possible. 
There should be provision for documented feedback as the respondents 
attempt to complete the questionnaire. This may be done in the margins 
or by encouraging the respondents to “think out loud” as they encounter 
each item. 

Examination of the results should give insights into construction, seman- 
tic, or ambiguity problems. If certain items are responded to exactly the 
same by everyone, the evaluator might question the need for the item 
in that it does not seem to differentiate between respondents. The respon- 
dents should be given the opportunity to suggest missing parts. 

Carefully planning and executing the steps of (1) defining what should 
be measured, (2) scaling, (3) item-writing, and (4) field-testing are 
important. The final revision should then provide information with which 
the decision maker will feel more comfortable. 


Analysis of Data 


Deciding the method of analyzing the data is not a last step. It is concurrent 
with deciding exactly what is to be measured and with the selection or 
development of instruments to gather the data. It is not to be left to the 
last so that the evaluator is faced with the problem of having data but 
wondering what to do with it. 

In assessing achievement, growth or other kinds of change, the evaluator 
is faced with the following set of questions, among others: 


Do I wish to compare one group to itself over a period of time? 

- Do I wish to compare one group to another group? 

How are those groups alike or different? 

Do I wish to describe merely the present status of a group? 

What external factors other than program or instructional activities may 
be affecting the data, e.g., a rapid population shift or an emotionally 
ladened controversial issue in the community, and so on? 


YOR 9 pop 


If two or more groups are to be compared, it is obvious that the groups 
should be alike as possible at the beginning of the program. Obviously, 
matching each possible variable is impossible. Various techniques are avail- 
able to the evaluator to solve this problem partially and to determine how 
alike the groups really are. The reader is encouraged to study references 
such as are cited for this chapter in the selected readings. 
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The authors do not believe in the inherent goodness or badness of “hard” 
evaluations versus “soft” evaluations. Often truly objective data generated 
in an experimental design and analyzed via inferential statistics (hard 
evaluation) is either impractical or impossible given the real world of the 
school. Yet, we should not be satisfied with evaluations always being near 
the other extreme of nonexperimental, subjective, or “soft” evaluations 
Figure 12.3 provides the reader with a matrix showing the range of design- 
data-analysis mixes the evaluator can use.* 


Comparing “Gains” 

Cautions are raised in comparing units of change, or “gain scores.” An 
example might be given in the gain scores of the times of two groups of 
ninth-grade students running the mile. Let us assume that the criterion 
for effectiveness is how much improvement in time has been made. The 
data are to be gathered by measuring the times for each group at the 
beginning of the semester and at the end of the semester. The gains in 
time will then be determined and the two groups compared. For sake of 
the example let us assume one group ran an eight-minute mile at the 
beginning of the semester and a six-minute mile at the end of the semester. 
The other group’s times were six minutes and four and one-half minutes. 
It is obvious that the first group had the greater gain, that is, two minutes 
as compared with one and one-half minute. As is obvious to any jogger, 
it can be reasonably argued that the second group had the greater gain, 
even though the “gain score” might not be as large. It is much more difficult 


Ficure 12,3. Components involved in hard and soft evaluations. 
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5 Scarvia B. Anderson, Encyclopedia of Educational Evaluation (San Francisco: 
1975), p. 193. ‘ 
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and requires more training and conditioning to match the second group’s 
“gain” than to match the first group’s gain. Which group deserves the higher 
grades—if that is a consideration? Or which coach the merit increase? 

Of course, another set of questions might be raised. Of what value is 
increased speed? What overall effect might the increased speed have upon 
general physical fitness, or the lack of gain upon self-image? 

The above appears to be more straightforward than it is. Gain scores 
are generally derived from measures less than 100 per cent reliable; hence, 
the gain score is even more unreliable. “Borich cites the example ‘. . . if 
the correlation between pre- and posttest is .70 and the reliability of each 
is .80 (coefficients that in practice are fairly common), then the reliability 
of the gain score would be .33.’”¢ 

The phenomenon of regression to the mean, the subject of our following 
discussion, also affects the reliance the evaluator can place on using gain 
scores. 


Using Norms 


If a group’s scores are to be compared to some norms, the appropriateness 
of the norms must be examined. The group used to develop the norms 
should be similar in many ways to the group being compared to the norms. 
The recency of the norms should be checked. The conditions under which 
the data were gathered should be similar. 

The measurement phenomenon of regression to the mean should also 
be considered. For example, imagine any group that widely deviates, 
either above or below, from the mean average for similar groups in a given 
skill. If they are measured in this skill a second time, shortly after the first 
time, their scores will tend to regress to the mean. That is, those who scored 
very low the first time will tend to score higher the second time. Those 
who scored very high the first time will tend to score lower the second 
time. Suppose a group is selected for the reason that they are very low in 
their reading scores. The mean on the first time they are tested may show 
that they are four years below grade level. If nothing different is done 
and within two weeks they are tested again, the mean will tend to show 
an increase. To illustrate further, if a child has two unusually tall parents, 
his/her height will tend to be closer to the mean than that of the parents 
because there is not a perfect correlation between height of parents and 
height of children. If a special treatment in reading instruction had been 
given to one group of children who were four years below grade level, we 
could not state that the rise in their scores was attributable to the treatment. 
It could merely be the function of measurement and the tendency of 
regression to the mean. The principal should be aware of these tendencies 
in reviewing data and designing new evaluation programs. 


€ Gary D. Borich, The Appraisal of Teaching—Concepts and Progress (Reading, Mass.: 
Addison-Wesley Publishing Co., 1977), pp. 51-52. 
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Criterion-Referenced Measures 


An alternative to the predetermined norm-referenced tests are criterion- 
referenced tests. These tests are usually homemade with the attendant 
weaknesses. Criterion-referenced tests are costly to construct and require 
sophistication in measurement technology. There are, of course, commercial 
prepackaged C-R tests. The principal should approach these with caution, 
given the current state of the art. However, they do tend to match the 
curricular emphases of the school’s program and they tend to be more 
sensitive to change, but not without cost. The reader is referred to Popham’s 


discussion.” 


Parent Participation in Evaluation 


Parent participation in the evaluation process is often overlooked, some- 
times by design, but more often it is simply oversight. Parents’ input is 
usually sought in determining needs and in describing the current situation. 
On occasion parents are involved in targeted valuations such as the desir- 
ability/undesirability of a certain offering, e.g., health sciences, sex educa- 
tion, and so on. Certainly the opportunity exists for increasing understand- 
ing about the school and its purposes. 

As in any evaluation, the school may wish to design special feedback 
instruments, may wish to purchase ready-made inventories,‘ or to seek 
the service of a consultant to design or adapt an instrument. The reader is 
referred to an ERIC bibliography for a listing of selected articles on parent 


evaluation of schools.” 


Considerations for Presenting Evaluation Results 


Again, planning for this step is not to be left to the end of the evaluation 
process. It should be planned concurrently with the other steps so that 
relevant data are collected, and so that the information produced is mean- 
ingful to the recipients. 

A question that should be answered at nearly each step of planning 
an evaluation is who needs to know what, relative to what kinds of deci- 
sions? As this question is answered, the ways the data should be collected 
and stored will emerge. It will also begin to point toward the various kinds 


of reports that may be necessary. 

7 Popham, op. cit., pp- 126-162. l 

8 An example of an inventory that can be cross-referenced with responses from other 
groups such as teachers or students is the Parent Opinion Inventory published by the 


Jational Study of School Evaluation, 1976. 
ec meluation of Schools,” The Best of ERIC, No. 35, March (1978). 
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The evaluation design, collection of data, and the treatment of the data 
may be beyond question, but yet there is one sensitive step to take— 
presenting the results to the intended, and often unintended, audiences. 
Seldom is there a single audience; therefore, seldom does one type of 
presentation suffice. The complexity of the evaluation process would dictate 
against a smorgasbord approach to reporting the results. Whether à la 
carte or complete dinner, the report should be prepared for the specific 
consumer. The following may serve as guides for the evaluator: 


1. The impact of the evaluation upon the people and the program must 
be a consideration. The mere fact that a program is being evaluated stirs 
up different sets of emotions and expectations of the people implementing 
the program as well as external observers who may conjecture why the 
evaluation was necessary in the first place. 

2. No audience, even a small group of teachers, will identically interpret 
and utilize the data presented. 

The pitfalls of misinterpretation should be anticipated and the presenta- 
tion, written or oral, should guard against misuses. 

3. The sophistication of the audience’s understanding of data analysis, or 
even raw data, will dictate the amount and type of audience preparation 
needed. If the presentation includes differences between sets of scores, 
yet only a few of the differences are statistically significant, there are 
certain questions the presentor should ask. Do the readers or listeners 
know the meaning of “statistically significant?” If not, will they be able 
to differentiate after a brief explanation? Should the picture be confused 
by showing all differences? 

4. The information, written or oral, will remain in one form or another 
for quite a long period of time and will likely be related by someone 
to new information presented at a later date. 

5. The limits of applying the findings and of generalizing from the findings 
must be dealt with carefully. 


The principal should not overlook the possibility of retaining the services 
of a professional writer to prepare reports for general consumption. The 
result should increase clarity, diminish jargon, and possibly even raise some 
pertinent questions for further study. 

A well-planned evaluation can lose much positive impact by careless 
handling of the results. Whatever form the presentation takes, care needs 
to be taken that the “consumer’s” misuse of, or overgeneralizing from, the 
information presented is minimized. This is not to imply that information 
be withheld, but rather that only information pertinent to the audience’s 
needs be presented and then with the limitations of its application clearly 
defined. 


Chapter 13. Evaluation of Individual 
Performance 


Informal evaluation is continuously occurring. Pupils evaluate teachers; 
parents evaluate the maintenance of the building; teachers evaluate the 
principal; and so on. Often these informal, subjective evaluations are 
irrational and can be harmful unless there are formal, data-based evaluations 
to add substance and objectivity to the scene. No planned program of 
evaluation is going to change this informal, subjective, and almost uncon- 
scious evaluation process; however, misconceptions may be alleviated 
through a carefully designed and executed evaluation of individual per- 
formance. It is essential to develop, maintain, and document quality learn- 
ing environments and experiences for pupils. The principal shares the 
responsibility for the evaluation of individuals and groups of individuals. 
It is only through the behavior of persons and the interactions between 
persons that the purposes of the school, or any organization, are achieved. 
It is mandatory that these behaviors be evaluated in terms of the achieve- 


ment of the school’s purposes. 


Evaluation of Teaching 


There are many problems associated with the evaluation of one human 
being by another human being. Indeed, this may be the crux of the 
problem, namely, that evaluation is perceived as deciding a person’s worth. 
His/her relative worthiness becomes a matter of official record. Often the 
arguments are used that one cannot properly assess the teaching act, and 
that there is no proven relationship between many personal characteristics 
and good teaching. It would appear to be appropriate to reduce the 
person by focusing upon the results of his/her work. The 
alesman can be easily evaluated by the number of sales, 
r can be evaluated by the number of pieces of work 


emphasis upon the 
argument that the s 
or the piece worke 
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produced might also be applied to teaching. Indeed, several states have 
mandated the evaluation of teachers. 

A few states have mandated that pupil progress and growth are to be 
part of the annual evaluations of teachers.? 

As if the emotional overtones and the state of the measurement science 
were not enough, the negotiated contracts and recent position statements 
of organizations have added to the difficulties of the evaluator.’ A review of 
teacher organization resolutions reveals an acceptance of the evaluation of 
teaching as part of improving instruction. The stipulation by most contracts 
that the evaluator must not be part of the bargaining unit does not negate 
the fact that teachers look to the principal as a resource for improving 
teaching performance. On the other hand, some school board and adminis- 
trator literature seems to interpret state mandated evaluation as limited 
to determining which teacher goes and which one stays. The principal 
once again is in the middle. It is important that evaluation be approached 
cautiously, realizing the complexity of the teaching-learning situation, 

A model for evaluating teaching is provided in Figure 13.1 for the 
reader’s consideration. 

An assumption made regarding this model is that specific, measurable 
objectives have been determined and that valid means of measurement 
are available. Another assumption that should be examined if the evaluator 
applies this model is that those objectives are in fact the important ones 
and inclusive enough to approach the total impact of the teaching—learning 
situation being considered. 

Two other approaches to evaluating teachers are via the instructional 


Ficure 13.1. Teaching evaluation model. 
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1 For an overview of some of these mandates by state legislatures see George B. 
Redfern, “Legally Mandated Evaluation,” The National Elementary Principal, 52, No. 5 
(February 1973), pp. 45-50. 

2 Education U.S.A., Washington, D.C.: National School Public Relations Assoc., July 
17, 1978, p. 342. 

It is reported that 71.8 per cent of 375 systems studied have a group-negotiated 
agreement covering evaluation. See The School Administrator, AASA, Vol. 35, No. 9, 
October, 1978, p. 14. 
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acts performed by the teacher, and the personal indicators of a successful 
teacher. In the first instance, it is assumed that definite relationships have 
been established between certain types of teaching behaviors and learning. 
Medley and Mitzel raise serious considerations regarding judging a teacher’s 
skill simply by watching him/her teach.* Yet, behavior is manageable in 
that it is at least observable. Some cautions regarding observations of teach- 
ing performance are noted later in this chapter.” 

At least one danger is present in limiting evaluation to determining the 
presence or degree of specific behaviors. It is possible to limit one’s con- 
siderations to only those behaviors that are easily identifiable and/or 
measurable. To do so limits the concept of the teaching act or art to only 
the “safe” areas, or those areas with which the evaluator feels comfortable. 
This can lead down the same well-traveled road used by some researchers 
that if it can’t be measured, it is not worth researching. Many important 
considerations can be discounted or avoided by applying this simplistically. 

The personal characteristics that seem to be related to student learning 
are also quite limited. Barr and co-authors present a cogent discussion of 
some of the problems associated with the personal qualities or traits 
approach: 

First of all, it should probably be observed that qualities such as consider- 
ateness, cooperativeness, ethicality and the like are not directly observable 
but inferences drawn from data. These data may be of many sorts arising 
from the observation of behavior, interviews, questionnaires, inventories 
or tests, Whatever the source of information, judgments about the qualities 
are inferences and subject to all the limitations associated with inference 

aking, including the accuracy of the original data upon which the infer- 
ences are based, and the process of inference making. Beyond this there 
is a most difficult problem in semantics arising out of the problem of attach- 
ing common meanings to the term employed. 


‘Are the teclniques of teaching that are presumed to grow out of learning 
theory encompassed by the personal qualities associated with personality 
traits, or are the behaviors found in the techniques of teaching something 
different? ° 
It is apparent that the evaluation of an individual's performance must 
be carefully planned. It is also clear that no one approach will be sufficient, 
but neither will unrelated bits and pieces form a clear picture. 
Not only is it the professional obligation of the principal to evaluate 
faculty and staff, it is each teacher’s responsibility to evaluate his/her own 
performance. There should be a congruence of concern between principal 


4D. M. Medley and H. E. Mitzel, “Measuring Classroom Behavior by Systematic 
Observation,” Handbook of Research on Teaching (Chicago: Rand McNally & Co., 


1963), p. 257. 


5 See also Borich, op. cit. 
6 A S. Barr, et al., Wisconsin Studies of the Measurement and Prediction of Teacher 


Effectiveness (Madison: Dembar Publications, 1961), pp. 10-11. 
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and teacher regarding the effectiveness of the teacher’s behavior as it relates 
to student learning and behavior. 


The Evaluation Process Must Be Consistent with the Philosophy of the 
School. It is easy to lose sight of the philosophy of the school as applied 
to pupils when teachers are under consideration. A common philosophy 
expressed in some way by most schools is that people are different from 
each other and provisions should be made accordingly. It has been estab- 
lished that attitudes and behaviors exhibited at one level of the organization 
will tend to be reflected at the next lower level. Therefore, it is not 
unreasonable to expect that if the evaluation of teachers reflects no consider- 
ation of human variability, the teacher’s evaluation of pupils could be 
affected accordingly. 

Another example of a school’s philosophical commitment is the idea that 
each student should grow to the limit of his/her capacities. While much 
semantic quibbling can occur regarding such a statement, it is clear that 
the intent of the statement is that no individual should be denied the 
opportunity to develop his/her strengths. Such a philosophy holds implica- 
tions for the teacher evaluation process in that the evaluation process 
should identify strengths as well as weaknesses, and should result in 
determining ways to capitalize upon those strengths. 


The Evaluation Process Must Encourage Growth. To avoid deterio- 
ration to the role of inspector, the principal can plan the evaluation program 
so that each individual will be encouraged to study and develop skills 
each may now have in embryo stage or not at all. 

To do so implies growth on the part of the faculty that results in improved 
teaching. Sergiovanni and Starratt point out that “. . . school clients grow 
and mature as the professional staff develops. Self-fulfillment for students 
is little more than an educational pipe dream if we deny self-fulfillment 
to teachers.” 7 Such an approach is consistent with the idea of maximizing 
the meeting of both the individual’s needs and the institution’s goals. 

A further implication of individual growth resulting from the evaluative 
process would be that the development of the process itself should be on 
a cooperative basis. If the process is to have real meaning to the one 
being evaluated, he/she should invest in the development of the process. 

If the focus of evaluation is upon the growth of individuals, it is not 
intended to narrow performance into greater conformity. The emphasis 
will really be upon the many options that can be developed rather than 
upon uniform behavior. 


1T. J. Sergiovanni and R. Starratt, Emerging Patterns of Supervision: Human Per- 
spectives (New York: McGraw-Hill Book Co., 1971), p. 151. 


EVALUATION OF INDIVIDUAL PERFORMANCE 245 


The Purposes of the Evaluation Should Be Developed Cooperatively. 
A clear understanding of the purposes of the evaluation is necessary to 
reduce the tensions or threats that could result. The teacher can more 
readily identify with the goals of the school if he/she helps to develop the 
goals and is involved in the process of assessing contribution toward 
achieving those goals. One is reminded of the country marksman of some 
renown who never missed the center of the bullseye. Upon observation 
it was discovered that he merely aimed at an unmissable object, found the 
hole where the bullet had hit, and then drew the concentric circles of the 
target around the hole. By involving the teacher throughout the evaluation 
process, the teacher will not feel that a target was drawn around the 


evaluator’s findings. 


The Criteria for Assessing Performance Should Be Clear Prior to Evalu- 
ation. Itis generally accepted that evaluation must be related to objectives 
concerned with the learning of the students. It follows that the criteria for 
assessment must be related to what happens to and with students and how 
these things affect the academic and social behavior of students. As with 
the purposes of the evaluation, the assessment criteria are best developed 
cooperatively, between the evaluators and the evaluated. This is not to 
say that there are no prior givens. The community’s, the board of educa- 
tion’s, and parents’ expectations are important inputs. They are important 
considerations for the principal and the teacher as they relate the perform- 


ance criteria to the purposes of the school. 


Evaluation Should Be Continuous. Evaluation cannot be conceived as 
consisting of a flurry of half-hour, or even half-day, visits twice per year, 
mostly clustered in the spring semester. Professional growth does not 
flourish according to a visitation schedule. The overall evaluation plan 
must be continuous throughout the calendar year and there should be 


continuity from year to year. 


The Results of Each Stage of the Evaluation Should Be Recorded and 
Reported. If the parts of the evaluation process have value to the point 
where an expenditure of time and effort is made, it is important enough 
to record the results. Board policies, law, and/or negotiated contracts may 
influence this process and the principal is reminded to be familiar with 
each of these guides. Also, if the real purpose of teacher evaluation is to 
improve students’ learning, it is important that the teacher have feedback 
throughout the process. Evaluation is not the filling out of a sterile checklist, 
but rather part of a learning process itself. Feedback also should be con- 
tinuous, not an accumulated list of strengths and weaknesses to be revealed 


at a witching hour in spring, prior to contract time. 
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Means of Evaluating 
The purpose of this section is to acquaint the reader with 


1. some available techniques and procedures for collecting data and anal- 
yzing it; 

2. some basic considerations regarding rating and observation techniques; 

3. an approach to utilizing the information gained from the techniques and 
procedures. 


As noted earlier, there are various levels of the organization and com- 
munity that receive and utilize the results of evaluation procedures. This 
particular section is concerned with the building level professional staff as 
they seek to improve instruction. 


Studying What Is. It is important to know some background information 
and what data base has already been established prior to developing an 
evaluation system. The principal has many data already available. While 
some of it may need to be reorganized for study, most schools will have 
data concerning individual faculty, achievement of students, and previous 
evaluations. Often annual reports or outside survey team reports are 
available. 


Studying the Faculty. The principal will wish to study the faculty as 
a whole to see what groupings or patterns may exist. Data are available 
in placement folders, personnel files, transcripts, and previous evaluation 
reports. As the data are sorted into meaningful information, the principal 
will find not only a base from which to develop an evaluation process, but 
probably many searching questions for further investigation. 

The following are examples of questions that may help the principal 
develop pertinent information about the faculty as a whole. 


Ficure 13.2. Age and experience ranges within the school. 
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The Total Faculty: 


1, What are the age and experience ranges within the various parts of 
the school? Does this show a curve skewed to one side or the other? 
(See Fig. 13.2 for an example of this.) Are there hiring or reassign- 
ment implications? 

- Where do the faculty live in relation to the school and the attendance 
area the school serves? Is there an obvious reason for this pattern if 
one exists? What implications does this pattern have in terms of com- 
munity interaction and impact? 

3. What teacher education institutions are represented on the staff? Is 

there a balance of input from this point of view? 

4. What is the tenure pattern of teachers within this school? Is the turn- 

over rate typical for the district? Is the turnover balanced in terms of 
age groups, disciplines, educational backgrounds? 


w 


Individuals: 


5. What special strengths in preparation does this person have? What 
potentials for future development of expertise? 

6. What do previous evaluators regard as this individual’s strengths? Are 
previous evaluations consistent? 

7. Are any outside interests evident that could contribute to the program 
of the school? 

8. What has been the professional growth pattern? Planned program of 
study? Summer courses? What type of courses? 

9. Are there any “outside” influences that might hinder professional activi- 
ties or growth? 

10. What additional professional contributions have been made? Organi- 
zational work in local, state, or national organizations? Research? 


Articles? 

The principal is preparing for evaluation, therefore, he/she is not placing 
value upon the answers to questions such as the foregoing at this time. 
It is sometimes difficult to avoid asking, Is there a proper balance of this or 
that? However, this would be inappropriate at this point. 

During the course of gathering data, the principal will wish to be alert 
to various groupings of persons. These groups may emerge as he/she 
analyzes the faculty by age, by institutions, by grade level or subject 
matter and institution, and so on. Such information may be helpful in 
planning inservice work, organizing for instruction, or many other pos- 


sible changes. 


Studying Achievement. There are many data available regarding student 
achievement, and it is important to know what the total picture is regarding 
his/her achievement. The achievement of pupils may be viewed along at 


24: 
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least six strands: standardized test scores; teacher grades; behavior anec- 
dotes; feedback from followup studies; relationships with others; and 


co: 


ntributions such as art work, volunteer work, clubs, class offices, and the 


like. Again, the following list of questions serve to aid the reader to develop 
questions pertinent to his/her own school. 


t: 


Standardized Test Scores: 
What is the testing pattern using what tests? Every other year? 


2. What are the ranges of growth between one testing time and another 


3. 


for each specific area? Is this consistent from one year to the next? 
Are the ranges of growth we have mentioned consistent with the inter- 
vals at which the tests are given? 


4. Does an analysis of growth by teacher indicate any significant varia- 


tions from the typical or average growth increment for that area? 
What obvious factors contribute to any variation? Is the variation con- 
sistent from one year to the next? 


5. What norms are typical for these tests in schools similar to yours? 


Teacher Grades: 


6. Does the individual teacher’s distribution of grades approximate a 


normal distribution curve? 


7. Are the distributions of grades relatively consistent throughout the 


8. 


10 


11. 
12. 


13. 


faculty? Within departments? Within grade groups, e.g., primary, 
middle, etc? 


Behavior: 

Are the anecdotal comments of the teachers about student behavior 
consistent? Are they discriminating or essentially the same by some 
teachers? 

Do school records show any pattern of behavior problems apparently 
concentrated in one grade, class, subject, and so on? 

Follow-up: 

. Using a sample, or the total population, what grades by subject do the 
students receive at the next higher level? Is the distribution typical of 
the schools they are attending? 

How do the students feel about their preparation? 

Do the follow-up studies give an integrated picture of pupil achieve- 
ment or do they yield unrelatable lists of data? 

What follow-up is attempted with those pupils not attending a next 


higher level of formal education? 
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Relationships with Others: 


14. What interaction patterns exist across age groups, racial groups, and 
so forth? 

15. What evidence is available regarding out-of-school interactions? Are 
there patterns of interaction between the community at large and 
certain groups of students? 


Pupil Contributions: 

16. What sorts of contributions do the pupils make to the school and to 
the community? Is there any indication of volunteering for these contri- 
butions? 

17. Do the contributions appear to come from just one or a few groupings 
of students, e.g., sociceconomic group, grade or subject matter area, 


etc.? 
18. From what sources do the opportunities to make contributions come? 


The above listing of questions is clearly not exhaustive, but rather illus- 
trative of many that the principal should answer in a systematic way in 
preparing to design or assist in designing an evaluation of and with the 
faculty. With information gained from answering such questions, a base 
can be developed to relate the evaluation of teaching-learning acts to 


student achievement. 


Observation of the Teaching-Learning Situation 


There is a multitude of evaluation forms, scales, and other devices. Also, 
many of these devices are not really designed as purely observational but 
are expected to serve a dual purpose of recording data about the teaching- 
learning situation being observed while also placing value upon those 
observations. 

Classroom observation has a long tradition that is generously sprinkled 
with examples, and magnified rumors, of misuse, abuse, and general ineffec- 
tiveness. Reaction to these examples have taken many forms, including 
well-rehearsed show lessons to rigidly written sections of negotiated con- 
tracts. Much of this type of reaction can be avoided or alleviated by 
delineating the part classroom observation is to play in an understood cycle 
of improving instruction. This idea is later expanded under the heading 
Analysis of Data and Information. In addition, limiting observation to 
those techniques designed only to yield objective, reliable, and valid data 
without value judgment will aid in keeping this facet of evaluation in the 
“improve” camp rather than the “prove” camp. hos 

The principal is aware that his/her presence or that of any “outside 
observer does have an effect upon the class and teacher being observed. 
He/she may find it helpful to discuss this effect with the staff involved prior 
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to observing so that mutual understanding is developed as well as means 
employed to minimize this effect. 


Formalized Observation Techniques. There are observation devices 
available for recording selected behavior of teachers and pupils, and inter- « 
actions between them. 

They range from relatively narrow, often simplistic devices to horren- 
dously complex, costly processes requiring multiple, trained observers. 

Given the current status of negotiated contracts, the use of many of these 
complex instruments may be precluded. Regardless of contract language, 
the faculty should be involved in the decision to use and in the selection 
of the observation instrument(s). 

The reader is cautioned net to adopt any techniques without careful 
consideration of how the data are to be gathered, analyzed, and utilized. 

Before selecting an observation technique, the following should be con- 


sidered: 


1. “If an observation technique can be used successfully only by a trained 
observer, it has limited usefulness.” 8 Much suspicion can be cast upon 
the results because of the adequacy or inadequacy of the observers’ 
training. 

2, An observation technique should be employed only if it really shows 
differences in behavior and not just a recording of impressive behavior. 

3. An observation technique should not be used as a single source of data 
upon which to base the evaluation of a teacher’s performance. 

4. Data should be generated about important behaviors and should be 
recorded in such a way that it can be analyzed by persons other than 
the recorder. 

5. There are few studies that relate observable teacher behavior and 
actual measures of students’ achievement.” 

6. Many “unobserved” factors may enhance mediocre performance or 
negate outstanding performance. For example, attitudes conveyed by 
body posture, tone of voice, selection of words with negative or positive 
connotations can all contribute to the effectiveness or ineffectiveness of 
a specific, observable, recordable behavior. 


These limitations are not intended to discourage the reader from using 
observation techniques. They are intended to give perspective on the use of 
preprepared techniques and to the evaluators’ own observational procedures. 


8D. M. Medley and H. E. Mitzel, “Measuring Classroom Behavior of Systematic 
Observation,” Handbook of Research on Teaching (Chicago: Rand McNally, 1963), 
p. 279. 

9 Barak Rosenshine in Borich, op. cit., p. 115, notes that there are too few correla- 
tional and experimental studies of the relationships between classroom events and pupil 
outcomes to support policy decisions about desirable teacher behavior. 
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Locally Developed Observation Procedures. The principal will wish to 
analyze current observation procedures to determine if they are yielding 
data regarding important behaviors, that they do not ignore nonverbal 
behavior, and that they do not concentrate only upon teachers or only 
upon pupils. Procedures can be developed by a local staff but Cogan 
warns that there are few staffs competent to develop their own instruments.2° 

The use of a predetermined set of categories and definitions of descriptors 
is desirable in that distractions do not enter into the results as readily, but 
more importantly, the data can be more specific and objective. A dis- 
ciplined approach to observing can actually lead to noting behaviors or 
situations not usually observed. For example, it might be decided co- 
operatively between the teacher and principal to count the number of 
praise versus censure statements directed toward individuals in the class 
so that a frequency chart could be established showing this information 
for a certain period of time. The teacher might discover that a large per- 
centage of his/her praise statements were directed toward two students 
and an equally large percentage of censure statements were directed 
toward one student. Gathering these data two or more times over a period 
of two weeks or even two months might be very instructive for the teacher. 
There are many such counting procedures the principal, supervisor, depart- 
ment heads, or trained observers may use to help the teacher evaluate 


his/her performance. Some suggestions include: 


l. How much time does the teacher spend talking versus listening to 
students? 

2. How many times does the teacher give directions to the whole group 
as opposed to individuals or to small groups? 

3. How many times does the teacher interrupt working with a student or 
students to correct the behavior of another student? 

4. How much time does the teacher spend lecturing versus questioning? 

5. How many questions are recall-facts type and how many questions are 
designed to elicit responses requiring application of knowledge? 


The principal should attempt in all instances to relate his/her observations 
of teacher performance to student behavior and the results of teaching. 
The purpose of an observation should be to form an accurate description 
of the classroom situation. We would question the accuracy of the descrip- 
tion if it is based on an isolated, posed snapshot once or twice per year. 
The description should be as free as possible from the placing of value upon 
the data. It is only as the data are compared with the specific objectives 
the teacher had set for the period of time the data cover that they become 
part of the evaluation process. If the evaluation process is to be useful to 
the teacher in improving competencies, he/she should be involved in planning 


10M. L. Cogan, Clinical Supervision (Boston: Houghton Mifflin Co., 1973), p. 162. 
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that process by clarifying instructional objectives, by indicating what data 
might be helpful, and by aiding in establishing interpretive criteria to the 
results of the observations. 


Rating Procedures 


The rating of teacher performance serves administrative accountability 
purposes but, more important, provides positive direction for improvement. 
These purposes need not be at odds with each other, and if the principal 
is to realize his/her role as an instructional leader, they cannot be mutually 
exclusive. Rating for administrative accountability purposes might be con- 
ceived as a point along a continuum of process evaluation for instructional 
improvement purposes as illustrated by Figure 13.3. The number of times 
necessary to rate an individual’s performance for administrative account- 
ability purposes would probably be dictated by local policies. 


Before You Rate. There are pitfalls in the rating process. Several studies 
have shown that there is little or no correlation between raters’ judgments 
about the same teaching-learning situation. Part of this problem is caused 
by the limitations of the real measuring devices—namely, the individual 
raters. Remmers reminds us as follows: 


Note that the measuring device is not the paper form but rather the indi- 
vidual rater. . . . ratings are limited by the characteristics of the human 
rater—his inevitably selective perception, memory and forgetting, his lack 
of sensitivity to what might be psychologically and socially important, his 
inaccuracies of observation, and, in the case of self ratings, the well estab- 
lished tendency to put his best foot forward, to perceive himself in a more 
favorable perspective than others do. 


Lack of the rater’s knowledge of self limits the accuracy of rating. 
Raters tend to overlook defects like their own, and they tend to rate those 


Ficure 13.3. Rating for administrative accountability as an integral part 
of rating for instructional improvement. 
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11H. H. Remmers, “Rating Methods in Research on Teaching,” Handbook of Re- 
search on Teaching (Chicago: Rand McNally, 1963), p. 329. 
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persons they like higher than those they do not like. A history of out- 
standing incidents can positively or negatively affect the rating of a current 
teaching-learning situation. 

Rating forms have been in use for a long time and there seem to be 
enough of them to boggle the mind of the evaluator. They range from simple 
environmental checklists to heavily value-oriented scales.?2 The forms them- 
selves are limiting factors. Although there appear to be as many forms 
as there are evaluators, Stoops and Johnson suggest that essentially all of 
them focus upon the following areas: *° 


Classroom management and disciplinary control 

Knowledge of subject matter 

Teaching techniques and instructional skills 

Working habits, dependability and record-keeping 

Personal characteristics: appearance, punctuality, tact, voice, cooperation, 
sense of humor, initiative, enthusiasm, and good grooming 


Personal fitness 
Human relationships with pupils, parents, other members of the staff, ad- 


ministrators and the community 
Professional conduct and ethics 
Evidence of professional growth 


While recording observations on predetermined items aids the evaluator 
to cover items that are important to him/her, and also provide an instant 
record of the evaluation, there are several cautions regarding the use of 
such forms. 

Too often such forms emphasize personal characteristics and physical 
environment. While both are real factors, they tend to de-emphasize the 
learning of the students as the prime consideration. It is obvious also that 
a teacher could score very high in many of the areas (e.g., punctuality, 
record-keeping, poise, good grooming, personal fitness, and so on) and 
the students would still be achieving very little. The opposite is also possible. 
It is not intended to discount these areas or to devalue the use of forms, 
but rather to give the reader a perspective in the selection and use of 
forms. It has been pointed out that scores on rating forms tend to be 
indices of compatibility between rater and rated. This may also apply to 
the items selected for rating in that the rater will tend to select those 
items or rating forms that emphasize those items with which the rater 
feels most comfortable. This can be a serious indictment if, as Bolen states, 


12 The reader might be interested in knowing that a sixteen-point diagnostic rating 
scale was developed and used by T. L. Torgenson in 1930. The scale included items on 
types of criticism, individualization, on-task behavior, behavior control, and remedial 
instruction. It was used for self-evaluation, and supervisor evaluation with follow-up 
confirming observations. How far have we come in a half century? 

13 Emery Stoops and Russell E. Johnson, Elementary School Administration (New 


York: McGraw-Hill Book Co., 1967), p. 291. 
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the instrument designed to evaluate instruction, “in fact, becomes a state- 
ment of educational philosophy.” 14 
Rating scales may be judged as measuring devices according to the 


following: 1° 


L. 


to 


4 
5. 


Objectivity—The data yielded is not a function of the rater and is re- 
producable. 

Reliability-The same values will result under the same conditions. 
Sensitivity—The data will show as fine distinctions as are typically made 
regarding the behavior selected for rating. 


. Validity—The items selected for rating should be relevant to already 


established area of investigation. 
Utility—-The yield should be in balance with the expenditures of time 


and labor. 


The use of number ratings, e.g., 1-5, without further description can 
cause misinterpretation later in the event the data are used in dismissal 
proceedings. Rund *° provides the following example: 


Professional image displayed 
Punctuality 

Attendance 

Professional advancement 
Teaching effectiveness 
Discipline 


The key is 5= Excellent and 1 = Poor. 


bo OLR oo OF 


Rund describes the outcome as follows: 


The above teacher is a nice dresser who is working on her masters degree 
as she must, and has fairly good attendance, but is occasionally late for 
school, can’t teach worth a hoot, and the class is in a constant state of 
disruption. Yet the hearing examiner averages the rating and determines that 
the teacher’s overall rating is 3%, or ‘higher than average.’ 


The example is sufficient for the reader to examine what could occur in 
his/her own situation given the current rating forms in use. 


Involve Those Being Rated. If the purpose of rating is primarily the 
improvement of instruction, then it is important to involve those being 
rated in selecting the items to be rated and the criteria to be applied. This 
is spelled out in the majority of systems by the negotiated contract. The 


14J. E. Bolen, “The Dilemma in Evaluating Instruction,” The National Elementary 
Principal, 52, No. 5 (February 1973), p. 75. 

15 These five criteria are taken from Remmer, op. cit, p. 330. The reader is en- 
couraged to study this source for additional clarification. 

16 Robert W. Rund, “Seven Evaluation Syndromes to Avoid,” Indiana Elementary 


Principal, Fall, 1978, p. 5. 
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principal will find the following steps helpful in implementing this facet 
of evaluating individual performance. 


1. Clearly state the purposes of the evaluation as related to policies and 
contractual agreements. 

Delineate the procedures to be employed and the criteria to be applied. 
Wherever feasible, develop the items we describe with the staff. 

Plan cooperatively to evaluate the evaluation. Make clear feedback 


A owo 


channels. 
5. Throughout the process emphasize the diagnostic usefulness of the 


evaluation. 
6. Assist the staff in utilizing the information for self-evaluation. 


Self-Evaluation 

It is reasonable to expect that a teacher is interested in assessing his/her 
performance as a teacher. The principal can encourage this interest by 
creating threat-free vehicles whereby the teacher may assess his/her work. 
A plan can be worked out cooperatively to obtain feedback from students 
and even from colleagues. The teacher may wish to develop a checklist 
for his/her own observation of the students to try to determine his/her 
effect upon the classes. A self-evaluation checklist of the teacher’s feelings 
about individual performance may be useful to bring to the surface new 
considerations. Using some rating scale (e.g., 1-5, or “excellent” to “needs 
improvement”), the self-evaluation checklists usually include the following 


areas of concern: 

1. Relationships with students in regard to their behavior, sensitivity to 
their needs, and utilization of their interests. 

Utilization of a variety of materials, media, and aids. 

Involvement and interaction with students regarding topics studied. 
Initiative and responsibility of students for their own learning. 

Reality of topics studied to the students. 

Effectiveness of evaluation of student’s work. 

Relationships between students. 

Relationships with colleagues. 

Evidences of self-improvement. 

The teacher should be encouraged to discuss the results of the self- 
evaluation with a colleague, the department head, or the principal. 


LONDAN 


Pupil Input to the Evaluation Process 


Pupil evaluation of the teaching-learning situation has caused much emo- 
tional reaction. All the arguments against it need not be repeated here 
except to point out that they generally center around any person’s reaction 
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to another judging personal worth. This may well be the key to redirecting 
the focus to the more neutral turf of the learning environment and learn- 
ing outcomes than upon the teacher. Certainly in no instance should an 
evaluation consist of just student input. Glass ™ suggests the following as 
appropriate elements of a larger observational-judgmental system: 


—Judgments of teacher behavior to at least corroborate other ratings. 
—Judgments of the learning environment. 
—Reports on the state of basic human decency prevailing in the classroom. 


Can younger children really make judgments about the preceding? Sev- 
eral writers apparently feel they can and should. For an interesting instru- 
ment for this purpose see Hughes and Ubben.’* Can older students really 
make judgments that are helpful to the teacher and for the evaluator? It 
would appear that the most productive use of the student feedback can 
be made by the teacher in a self-evaluation mode. It has been found to be 
helpful to make available to the teacher a second viewpoint to confirm or 
to question some of the conclusions he/she may have drawn. 

Some work done with older students has identified four factors to which 
students respond: (1) teaching skill, (2) rapport, (3) organization, and 
(4) difficulty.” A rating form should include at least these kinds of items 
for student response. It should be noted that teaching skill was the most 
powerful factor of the four. 

Given their time investment, it seems logical that when feasible, the 
students’ opinions would be of assistance in the evaluation for improve- 
ment of instruction. 


Analysis of Data and Information 


The placing of value judgment upon the data and information gained by 
the use of observation techniques, rating, and self-evaluation is the most 
important step in the whole process. It is at this point that positive change 
can be effected. Here too the persons being evaluated must play an active 
part. A supervisory practice being more widely employed to involve the 
persons being evaluated is clinical supervision. The emphasis is upon 
identifying and interpreting patterns that emerge in the teaching-learning 
acts observed. Cogan distinguishes between general supervision and clinical 
supervision by stating “general supervision subsumes supervisory operations 
that take place principally outside the classroom . . . activities like writing 
and revision of curriculums . . . units and materials of instruction. . . . In 


17Gene V. Glass, “Teacher Effectiveness,” Evaluating Educational Performance 
(Herbert J. Walberg, Ed.) (Berkeley, Calif.: McCutchan Publishing Corp., 1974), 
p. 28. 

18 Larry W. Hughes and Gerald C. Ubben, The Elementary Principal's Handbook 
(Boston: Allyn Bacon, Inc., 1978), pp. 175-178. 

19 Criteria (Ann Arbor, Mich.: Center for Research on Learning and Teaching, Uni- 
versity of Michigan, June, 1976) p. 4. 
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contrast, clinical supervision is focused upon the improvement of the 
teacher’s classroom instruction.” *° 

A major outcome of analyzing the data and information with the 
teacher(s) is the teacher becoming adept at self-evaluation of his/her 
performance. If the principal works in the classroom directly with the 
faculty he/she will be assisting them by showing them how to develop 
questions or hypotheses about their performance, how to generate data 
relevant to those questions, and means to analyze the data. If the school 
is very large and/or departmentalized, the principal may find it more 
productive to work with department heads or level coordinators in a clinical 
fashion, thus not only meeting his/her own responsibilities effectively, but 
enhancing the department heads’ effectiveness in improving instruction 
within their own departments. 

The following are essential to the effective analysis of the teaching- 


learning acts: 


1. The emphasis must be understood by both supervisor and teacher(s) 
to be upon developing the strengths of the teacher(s). Obviously there 
will be some occasions in which weaknesses are prohibiting pupil learn- 
ing to the point that they must be dealt with immediately, but these 
should be viewed as exceptions. 

2. Data should be so recorded that both teachers and supervisors can 
analyze them separately as well as together; patterns of behavior can 
be identified; and the data can be reviewed later if necessary. 

3. The interaction between the supervisors and the teachers should be 
relatively threat free and not focus upon the value of the job performance 
except as it pertains to the pupils’ behavior and learning. 


Current organizational patterns that put faculty into “teams” holds much 
promise for an enriched clinical approach to the improvement of instruction. 


Dismissal and/or Suspension 


When one considers evaluation and accountability of personnel the en- 
lightened approach for the administrator is to see the process as a positive 
one. In other words, the process should be considered a diagnostic tool 
to assess strengths and weaknesses of the school and individuals working 
for the school. It should provide clues and means to correct the weaknesses 
and buttress the strengths. 

Unfortunately, there may come a time in every school when the only 
legitimate recourse in correcting a weakness is to dismiss an employee. 
If it is necessary it should be done as simply, fairly, and effectively as 


20 Cogan, Clinical Supervision, loc. cit., p. 9. 
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possible without attendant public controversy, which can do so much to 
harm a teacher professionally or shake the confidence of the public in the 
school. Analyzing the hundreds of court cases that developed as a result 
of suspension, dismissal, or attempted dismissals one discovers controversy 
and the resultant lawsuit invariably occurred because of lack of proper 
procedures by the board of education generally and school administrators 
specifically. Procedural deficiencies fall within three broad headings: 


1. The school district did not have written guidelines that would give 
teaching personnel direction as to dress, speech, general behavior, and 
appropriate teaching mode. 

2. The school district and its administrators did not maintain specifically 
detailed written records of anecdotal nature delineating questionable 
behavior and teaching deficiencies. 

3. The school district did not have an established written administrative 
procedure for suspension and dismissal of personnel that adhered to 
local contractual agreements regarding dismissal, state statutes regarding 
dismissal, and/or nationally accepted “fundamentally fair” procedures 
that recognize the constitutional rights of individuals. 


Written Guidelines 


There are thousands of school districts throughout the United States 
representing a full spectrum of possible viewpoints from ultra-conservative 
to ultra-liberal. Each district has a basic right to establish its own rules 
and regulations regarding the behavior of its personnel as long as it 
operates within the law and the state and federal constitutions. If there 
are basic norms of conduct, dress, or general behavior and especially if 
there are accepted teaching and student discipline and relationships modes, 
these should be specifically spelled out and made available to teachers in 
the system.*! 

Teachers cannot be dismissed for exercising their constitutional rights 
but dismissal can occur if professionals fail to meet the high standards and 
expectations of their profession.2? These high standards and expectations 
can be those generally held by the profession itself or specifically held by 
the district in which the teacher works. 

The major reasons for which discharges and suspensions are allowed 
are incompetency, insubordination, immorality, and for “good cause.” Of 
course, these words are so general that a school board is obligated to 
define what it actually means when using such words and specifically what 


21 The authors believe that such guidelines for conduct should be developed jointly 
by teachers, administrators, board members, and citizens. However, the point of this 
discussion is that no matter how developed they should be written as specific policy 
of the district and made available to each teacher. See Lucia Duggan, 303 F. Supp. 
112 (D. Mass 1969) for further discussion on this point. 

22 Fickering v. Board of Education, 291 U.S. 563 (1968); Keyishien v. Board of 
Regents, 385 U.S. 589 (1967). 


EVALUATION OF INDIVIDUAL PERFORMANCE 259 


the defendant did as examples of action or lack of action to trigger the 
boards proceedings. 

Thomas Flygare, discussing this in his “Fastback Bulletin,” makes the 
point that policy or regulation about classroom conduct and general teacher 
behavior are very important in a court’s decision relative to a school 
district’s dismissal rights. He further declared that a teacher has a greater 
chance of winning the suit if the “guidelines are vague and overly broad.” 23 
Lest one be lulled into a sense of false security by the absence of guide- 
lines, Flygare reviews an interesting case in the Tenth Circuit Court of 
Appeals that held “that even in the absence of guidelines teachers could 
be discharged for employing unconventional teaching methods particularly 
when more competent teachers are available in the labor market. Adams 
v. Campbell City School District (1975).” 2 


Detailed Written Anecdotal Records 


The time is long gone when a teacher can be dismissed on generalized 
negative observations of an administrator. Records of a teacher's deficiencies 
must be specific, detailed, and recorded over a long enough span of time 
so that they cannot be classed as incidental behavior. In serious situations 
the supervisor should have observations verified by a responsible second 
party. Further, the supervisor should have available as a matter of record 
a description of efforts to apprise the teacher of deficiencies and suggested 
methods for correcting said deficiencies.” Information of this type is con- 
sidered privileged information. As long as it is not indiscriminately broad- 
cast and is released only to those who have a right to receive such 
information, the administrator need have no fear of charges of libel. 

An illustration from a court case in Illinois helps emphasize this point. 
A school administrator made statements before the board of education to 
the effect that a certain teacher left the classroom unattended, lacked 
ability as a teacher, and did poorly in certain courses at a teachers’ college. 
The teacher brought suit for damages, alleging that the statements were 
untrue, and since they formed the basis for her discharge, that they were 

a in nature. 
ko e did not agree. So long as the administrator (1) had made 
the remarks in line of duty (2) to persons having the right to receive such 
information, and (3) without malice or harm intended, his/her communica- 
tion was conditionally privileged (McLoughlin v. Tilendis, 253 NE 2nd 


85 (Ill. 1969).2° 


22 Thomas Flygare, The Legal Rights of Teachers, Fast Back 83 (Bloomington, 
Indiana: The Phi Delta Kappan Foundation, 1976), p. 11. 


a pid., aad of Education, etc, 392 N.Y.S. 2nd 274 (New York) Court of Appeals 


k. F 8, 1977. si 
at pt d of Secondary School Principals, A Legal Memorandum, 


(Reston, Virginia: The Association, April 1974), p. 5. 
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Established Written Administrative Procedures 


Specific procedures for suspension or dismissal are usually described in a 
local bargaining contract, state legislation, and/or in State Department of 
Education Regulations. Above and beyond this, of course, are the basic 
constitutional rights of any individual. These are generally referred to as 
“due process” rights given to every citizen by the Fifth and Fourteenth 
Amendments to the U.S. Constitution. The courts through their interpreta- 
tions of these rights have defined the rights of citizens and the circum- 
stances under which these rights may be restricted and at the same time 
guaranteed to each citizen an opportunity to refute any attempts by govern- 
ment to deprive him/her of substantive rights. A school district should 
use these as the base but beyond this it is desirable to detail more specific 
procedures appropriate to the local situation to give the administrator clear 
direction in suspension and dismissal cases. 

Generally accepted procedural standards for termination and suspension 
cases were developed in the Goldberg v. Kelly case. The defendant 
should be given: 


1. “timely and adequate notice detailing the reason for a proposed termin- 
ation.” 

2. the opportunity to be heard “at a meaningful time and in a meaningful 
manner. 

3. the opportunity to “confront and cross-examine witnesses,” 

4. sufficient time to present arguments and evidence “orally as well as in 

writing.” 

. “the right to retain an attorney.” 

a hearing before “an impartial decision maker.” (The school board 

would normally act as a hearing board unless actual prejudice or bias 

can be shown.) 

7. a hearing and resultant decision based “solely on the legal rules and 
evidence addressed at the hearing.” 

8. a statement by the decision maker of the “reasons for the determination 
and of the evidence relied upon,” 28. 29 


On 


Any action followed by the hearing must meet the procedural and sub- 
stantive guarantees provided by their administrative code for all discharge 
proceedings. 


27 387 U.S. 254 1975. 

28 See Rubin, The Rights of Teachers, American Civil Liberties Union Handbook 155, 
for further recommendations. 

29 Experience to date indicates that like the medical model when documenting evi- 
dence for litigation, teachers are held responsible for what knowledgeable and skilled 
teachers do. Results are not guaranteed. 
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Summary 


In the meeting halls of administrators’ conventions one hears story after 
story of the flagrantly incompetent or immoral teacher who “beat the rap” 
when the school district tried to fire the teacher. The personal and pro- 
fessional good name of a teacher is a precious thing to that individual. 
Our system of government recognizes this and has made every effort to see 
that one’s good name will not be carelessly or capriciously smirched through 
unfounded accusations. If the truth is actually known in most cases the 
incompetent or immoral teacher did not “beat the rap” as much through 
ineffectiveness of our system as through poorly designed personnel pro- 
cesses, or the ineffectiveness of evaluation procedures and/or administra- 
tive practices. 


Evaluation of the Principal’s Performance 


It is expected that the principal will wish to conduct a self-evaluation as 
well as have feedback from his/her hierarchical superiors. Ordinarily the 
latter follows the goal setting/procedures/analyses/outcome conferences 
format. Individual performance objectives are agreed to by the principal 
and the evaluator. Schmitt *° suggested these could be related to system- 
wide goals and objectives, specific areas of responsibility in the job descrip- 
tion, or personal growth. In this process a self-appraisal and the evaluator’s 
appraisal are part of the determination of a performance rating that deter- 
mines salary increment for the following year. 


Evaluation of Student Progress 


Many stones lie in the path of persons evaluating student progress. One 
of the stones easily tripped over is finding oneself evaluating the student 
rather than evaluating the student’s work or progress. The problem is 
obvious, and, as mentioned earlier in this chapter, applies to evaluating 
the work of any human being. Others may be the inappropriateness or 
narrowness of evaluation instruments, the interpretation of results, the 
reporting procedures, or as will be discussed, the lack of relationship 
between the evaluation and the program objectives. Mandated competency 
further complicates the picture. The evaluation of competencies have all 
the inherent advantages and disadvantages of criterion referenced tests 
discussed earlier. But such evaluation has additional emotional overloading 
that has resulted in the flood of literature and some litigation surrounding 


30 Norman J. Schmitt, “Appraisal of Administrative Performance,” Salary and Merit, 
een ee of Elementary and Middle School Principals, November, 1977. 


262 IMPROVING LEARNING IN THE SCHOOL 


the subject. The reader is referred to Chapter 15 where the topic is treated 
as an issue. 


Evaluation Should Assist the Student. The principal should assist the 
faculty in developing this concept regarding the evaluation of the students’ 
work. A mere recording of the relative goodness of a student’s work is not 
sufficient reason by itself to evaluate. 

Whenever feasible, the student should know the criteria by which his/her 
work and performance will be evaluated. There is little gained, and often 
much lost, in causing the evaluative process to be viewed as a mystical 
rite performed by the faculty to put individuals into rank order. 


Evaluation Should Provide a Record of the Student's Growth for Longi- 
tudinal Study. Most recording of evaluation is a mark derived from many 
inputs such as teacher tests, standardized tests, criterion performance, 
observation, and general interaction between teacher and student. It is 
appropriate to raise the question of the value of these “grades” as being 
evidence of student growth that would be sufficient data for longitudinal 
study. If each evaluator’s objectives were the same, measuring devices alike, 
and criteria alike, then the record would be an excellent device for study. 
The type of information found in many student “grade” records would only 
serve to support statements about the student’s relative consistent academic 
performance in a particular school. 


Evaluation Should Provide a Means of Communicating with Parents. 
Parents insist upon evaluation and upon the reporting of the results. The 
evaluation program must yield information that is relevant to the student’s 
development and relevant to the parents’ frame of reference. 


Evaluation Should Be a Diagnostic Tool for the Faculty. The evaluation 
of student performance, both short-term and long-range, is valuable to the 
student if the objectives are being met. If properly designed, the evaluative 
devices should yield information that would help to determine the adequacy 
of the methods and materials used. On the short-range basis, evaluation can 
provide a means whereby individualization can become a reality. 


Evaluation Is Sensitive 


The evaluation of a student’s work is a sensitive area from the student’s 
point of view as well as from the viewpoints of the parents and faculty. 
One problem that the principal should help the faculty to deal with is 
the potential of any evaluation program to cause goal displacement for 
the student. It is equally important to work with the parents in this regard. 
If the student sees the “grade,” the “score,” or some other value symbol 
resulting from evaluation as the main goal or for which he/she perceives 
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his/her parents and teachers want him/her to strive, it can easily become 
the main goal. The means of assessment can become the end rather than 
the proposed objectives of that student’s education. 

Parents wish their children to do well. They want the evaluation pro- 
gram to tell them how well their children are doing, A responsibility of 
the principal and faculty is to help the parents focus upon the develop- 
mental progress of each child rather than his/her relative position on a 
scale that might be quite unfair and even meaningless. Parents are rightly 
concerned that the evaluation process is fair. They are also concerned 
about what the results of the process mean for the future of the child. 

The principal and faculty must be alert to the fact that the results of 
evaluation become a permanent record that can provide a basis for pre- 
determining the student’s performance. 


Bases for Evaluation 


The evaluation of a student’s progress should be in relation to his/her own 
goals and capabilities. In addition, the evaluation of a student’s work should 
be in relation to the objectives of the educational programs in which 
he/she participates. Carefully stated criteria should be developed to give 
meaning to the data generated in the evaluation process. Data indicating 
that a student is able to use grammar skills in a way comparable to the 
way an “average” sixth-grade student would be able to use them is not 
particularly informative in and of itself. If this is a reasonable performance 
criterion for this student in the learning situation, the information becomes 
meaningful. The principal has the responsibility to develop with the faculty 
specific objectives for the various learning units or subunits in the school 
programs. But beyond that, he/she must help them relate the evaluation 
process directly to these objectives. Each of the methods described below 
should be designed with program objectives in mind. 

Observational data can provide one basis for evaluating pupil progress. 
Some simple counting devices may be employed. For example, how often 
does a student volunteer answers? How often does he/she initiate interaction 
with his/her peers? How often is he/she on-task versus off-task? 

The principal can assist the faculty in developing skill in this area by 
using resources available from curriculum specialists or supervisors, or 
consultants specializing in these skills. Interviews, both structured and 
unstructured, often yield important insights regarding the students’ de- 
SS tests are useful and have been found to be effective 
diagnostic tools if properly constructed. Valuable inservice program effort 
could be well spent in developing skills in test construction and measure- 
ment. 

Standardized tests should be viewed as but one means of getting the 
whole picture of a student’s development. Caution should be taken that 
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the faculty and public be cognizant of the limitations of standardized 
tests and of the various problems inherent in interpreting the results of 
such tests. 

The exclusive use of norm-referenced tests really indicate that the 
school’s goals are circumscribed by the items on the test. This might then 
make interesting copy if the teachers were to teach to the test and thereby 
prove they had met all the school’s goals. Of course, if a large population 
were to successfully answer all those test items, the test publisher would 
tend to throw the items out. The principal may wish to develop norms for 
his/her own school and have norms developed for the system. While it is 
not within the scope of this volume to review the intricacies of testing and 
measurement, the principal must have the skills and understandings basic 
to this area. 

Severe limitations are inherent in many of the materials-based tests, €g., 
reading level tests associated with basal readers. The principal must be 
able to work with his/her faculty to clarify the purposes of the testing 
and to aid them in appropriately interpreting the results of tests, 

The author will always remember one instance of the use of the “draw- 
a-man” ° device used rather widely with young children. The scoring of 
the device includes the amount of detail in the child’s drawing of a man. 
The test was usually given in late spring. In this instance, the teacher 
perceived this as a means of evaluating her teaching effectiveness; therefore, 
the teacher carefully instructed the children in how to draw a man and 
she had given them many opportunities to practice for this test with 
critiques of their work throughout the year. Obviously, the usual means of 
interpreting the results of this test were useless, However, the anecdote 
also serves as a reminder to the principal of the varied perceptions possible 
regarding the total program of evaluating student work. 

Criterion-referenced measurement provides the faculty with excellent 
opportunities to review program objectives as well as review their effec- 
tiveness in individualizing instruction. Many publishing houses are now 
developing their texts with this approach to evaluation of student progress, 
An important distinction is that this approach focuses attention upon the 
individual's progress as relating to self rather than comparing his/her 
achievement with that of other students on either a local basis or on 
norm-referenced tests. It provides the teacher with specific information 
about each student’s progress and can be directly used in reporting this 
progress to parents. 

There are time limitations to this process, but the faculty may find the 
time well spent. The teacher who uses this means will have to be com- 
mitted to the idea, that is, the principal cannot proclaim it as the thing 


31 Florence Goodenough, Draw a Man Test (Worcester: Clark University Press, 
1931). Various adaptations of this test are used in conjunction with other assessments 
of readiness. 


EVALUATION OF INDIVIDUAL PERFORMANCE 265 


to do and expect it to be effective. One of the greatest problems with 
criterion-referenced measurement is that the types of behaviors most easily 
identified and measured are often not the most important. There is a 
tendency to stop short of an effective assessment program. The reader is 
cautioned that the criterion-referenced test not be designed for showing 
short-term success, but that it have functional validity; that is, it measures 
on a long-term basis rather than for the short term with little or no carry- 
over into application other than for the classroom situation.** A further 
caution would be to view this as but one means of evaluation. 

Work samples collected over a period of time provide a means of evalu- 
ating progress as well as reporting to parents. This method is employed 
in many of the integrated day or informal classrooms in British primary 
schools as well as in the “open classrooms” in the United States. It is 
particularly effective in reporting progress to parents of primary-age chil- 
dren and is effective in working directly with secondary students regarding 
their development in several skills. Samples of work provide the teacher 
with tangible means to establish a base line of performance for a student. 


Reporting Student Progress 


The principal must relate the reporting procedures to the total evaluation 
process. There are several means of communicating with parents regarding 
the progress of their child: “grade” cards, checklists, narrative descriptions, 
parent-teacher conferences, telephone conferences, and any combination 


of these. 
Regardless o 
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reports. If parent-t 
form of organizing 
descriptions are used 
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Plas: “A test consumer should always interpret a score through use of that 
statistic which represents the relationships best understood by the user.” 3% 
As with the total evaluation program, the reporting process should be 
designed to help the student, and not considered to be apart from him. 


Miss Pinkston—A Case Study * 


Evaluation is viewed as a continuous process to improve the teaching- 
learning situation. The following case should be read from this point of 
view. What evidence of agreement on instructional goals between teacher 
and principal can be found? What effect might a mutually developed 
program evaluation system have upon the situation described? Is it proper 
to separate the evaluation of the teacher’s performance from the teacher 


as a “whole person”? 


The twenty-four teachers of the Brandon Elementary School (K-6) are 
evaluated annually by the supervising principal, Mr. Burke. Individual con- 
ferences follow classroom observations with discussion and signing of forms 
by both teacher and principal. Of special concern are those teachers now 
completing the third year of successful performance and therefore being 
considered for tenure recommendations. 

Miss Pinkston has taught first grade in this school system the preceding 
two years and her classroom performance ratings are good, based on Mr. 
Burke’s biannual observations. 

Miss Pinkston is unmarried and lives alone in an apartment in the town. 
She has few friends among the staff members or known friends outside the 
school. The few invitations she accepts are not returned, and staff members 
comment that no one has seen the inside of her apartment. At noon hour 
Miss Pinkston carries her lunch tray back to her own classroom and eats 
alone. She never takes a coffee break at the provided time. 

Mr. Burke expresses concern for her lack of communication or exchange 
of professional ideas with other staff members and seeks her out for involve- 
ment on committees. He also suggests to her that some lively discussions 
at the faculty lunch table are stimulating as well as relaxing. 

On two occasions Miss Pinkston did venture out at noon hour. Once she 
came into the small, crowded faculty lunchroom and found the table al- 
ready filled. The group squeezed in closer to provide room for another chair 
and welcomed the new arrival. Upon being seated, Miss Pinkston placed 
her unchilled can of tuna fish and a can opener on the table and proceeded 
to grind away. The pungent odor of warm tuna fish clouded the corner of 
the room as she devoured the whole can of tuna. One by one, the other 
faculty members hurriedly finished their lunches and departed, soon leaving 
Miss Pinkston seated alone in the lounge. 

Her evaluation of the first-grade students assigned to her has resulted in 
many pleased parents experiencing glowing conferences and outstanding 


34 Jeanne M. Plas, “If not Grade Equivalent Scores—Then What?”, Measurement in 


Education, op. cit., p. 5. 
35 This case was prepared by Dr. Suzanne V. Drake, Assistant Professor, Ball State 


University. 
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grades on report cards at each marking period. The past two years, only the 
principal and some second-grade teachers have been aware of the phone 
calls from parents expressing concern about their children suddenly ex- 
periencing difficulties in second grade and receiving sharp drops in report 
card marks. 

Of special interest to the principal are the end-of-level tests published by 
the Basal Reader Company and administered by all teachers at the com- 
pletion of each reading level. Composite scores for small instructional read- 
ing groups within each room are recorded and turned in to him prior to fill- 
ing book requests for subsequent instructional levels. Over a year’s time a 
first-grade teacher could have almost a dozen reporting sessions in reading. 
As these test summaries are filed, it appears that Miss Pinkston’s group is 
consistently high. Almost without exception, every child in her room achieves 
nearly perfect scores. 

This year Miss Pinkston has been selected to work with a small group of 
high-risk first graders. Only eighteen children designated by their kinder- 
garten teachers as least ready for formal reading were chosen for this one 
room with extended readiness activities recommended. 

It is nearing mid-year. and six small-group reading reports have been sub- 
mitted by Miss Pinkston. Mr. Burke notes that these high-risk students 
have completed the same number of levels as previous groups and with a 
majority of perfect scores. 

To gather additional information, Mr. Burke calls Miss Pinkston’s room 
and requests a conference to go over the actual tests just completed. He 
explains his special interest in this experimental group and hopes to involve 
her in decisions concerning grouping procedures. 

Upon examination of the test booklets, he sees evidence of numerous era- 
sures on all booklets. On many items with three choices for answers, all 
three answers have been marked at some time. It is doubtful that the neat, 
complete erasures were done by first graders since there are no evidences of 
tearing, wrinkling, or roughing of paper, but only the indented lines from 
concentrated pressure of first-grade “telephone pole” pencils. 

What is the best way to handle this situation with Miss Pinkston? Is this an 
opportunity for in-service experience in test administration and interpreta- 
tion? To what extent will it aggravate her obvious insecurities? What is the 
best procedure for implementing change in her perceptions of evaluating 
pupils, use of testing instruments, and teaching procedures? 

Mr. Burke is faced with several important decisions. He must first deter- 
mine what is the most appropriate action given local tenure regulations and 
contract agreements. Next, he must face how this affects Miss Pinkston’s 
recommendation for tenure when the forms are due in the superintendent’s 


office next week. 


For Further Thought 


1. How is shared authority compatible with the evaluation process? 

2. Discuss the implications of the statement: The evaluation process 
should have a direct relationship with the selection of teachers. 

3. What relationships should exist between the evaluation program and 


inservice education? 
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4. 


5. 


6. 


10. 


11. 
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What steps can be taken to avoid meaningless evaluative statements 
being recorded in “open” personnel and student files? 

List ways in which the reliability of the data and information gathered 
for evaluating teachers’ performance can be increased. 

Programs evaluated by an internally designed evaluation process can 
be “doomed to succeed.” Discuss how this can be avoided. 


- How would you develop a speech to a group of citizens in favor of 


making high school graduation freely available to all who attend high 
school and who make a reasonable effort at the schoolwork? 


- Do most of the ways of evaluating schools by state departments of 


education and other accrediting agencies tend to encourage uniformity 
or individuality? Which should be encouraged? 


. Is a climate where mistakes are allowable compatible with an evaluation 


program and accountability? 

Are the concepts of maintaining and building self-esteem and of holding 
high performance expectations incompatible? Will not the latter con. 
cept, if held to throughout the school years, result in a greater inci- 
dence of failure? 

Is the idea of self-evaluation of the principal incompatible with the 
idea of a bargaining unit for principals? 


Chapter 14 Staff Development to Improve 
Learning 


No matter how the staff is organized, a major responsibility of the principal 
is to help faculty and staff grow into an enthusiastic, inspired, hardworking, 
dynamic team. Unfortunately this is a difficult task. The professional person 
who has been part of such a team knows that it can be the highlight of 
a professional career. Often it is very difficult to pinpoint what or who 
inspired the team spirit to develop as it did. Invariably it is a combination 
of many factors having mostly to do with creative people feeling encouraged 
to work together on teaching-learning programs and projects in a pro- 
fessional environment where the talents of the staff are stimulated both 
individually and collectively. 

All this depends very much on the principal exercising those magic 
leadership qualities that are so difficult to describe and teach. Often, in 
attempting to analyze these qualities and propose steps that will enhance 
staff development, some of the magic appears to be lost; nonetheless, 
whether the principal has charisma or not there are some definite steps 
any principal should take to help create an exciting productive team. 

Steps the principal can take to build a dynamic faculty are: (1) select 
professional people who are enthused and talented; (2) provide a pro- 
fessional environment that will inspire and release talents; (3) stimulate 
the initiation of inservice programs and projects that will be professionally 
rewarding; (4) encourage teachers to be creative in their teaching; (5) 
create relevant opportunities for the staff to work together; and (6) support 
with enthusiasm, personal attention, and additional resources those teachers 

plement ideas to improve learning. 


who team together to develop and im 
These A are what staff development is all about. Staf development 


considered individually consists of all activities and efforts of the school 
or recognized by the school as contributing to the personal and professional 
growth of individual empl hey may perform better and with 


loyees so that t 
greater satisfaction. Collectively it is the efforts of the school to achieve 
unity and the type of teamwork 


among staff members that will produce 
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a high degree of involvement in and commitment to the school and the 
total systems goals. 

Good staff development then means there is a well-organized personnel 
management system that ultimately relates recruitment, selection, and 
placement to each school within the system so that the principals and 
teachers are involved in the building of their own school team. It then 
follows up with supervisory practices, personnel policies, and inservice 
education opportunities that tie in with the goals of each school. 


The Total Staff 


Whether the principal faces trying to staff a new school with a new staff, 
or, as is more often the case, finds him- or herself the only new addition 
to a staff, he/she will need to try to analyze the staff as a whole. There 
are many viewpoints from which data can be generated about a staff. Some 
of these are listed below: 


1. Ages. Does the faculty have a “normal” age distribution as a whole? 
Are there departments or sections of grades, e.g., primary grades that 
are quite homogeneous in age? Is there a bimodal distribution of ages 
toward the ends of the age continuum? 

2. Sex. Is there an appropriate balance of males and females in the school? 
Within each department? 

3. Educational backgrounds. What degrees are held by the faculty? What 
majors? What proportion of the faculty were educated at the same 
institution? What evidence indicates current professional growth? 

4. Experiential backgrounds. How long has each individual been in teaching 
in the current level and field? Has it been in the same school? Is the 
faculty made up mostly of persons who have stayed in the community 
or are they from without the community? If the faculty comes with 
experience outside the community, what types of schools and systems 
did they come from? Large? Affluent? Traditionally oriented? Or a mix 
of those and other characteristics? What evaluation records of past 
performance are available and what kinds of patterns do they show? 
How many of the faculty have had outside experience? What kind? 


The principal will identify factors that are important and will gather 
and organize the information to show the current situation. In doing so, 
certain strengths and weaknesses will become apparent. There may be 
clear implications for certain selection criteria as attrition or expansion 
occurs. Reassignments may make better use of certain faculty members’ 
skills and interests. Obviously, a beginning analysis as mentioned is just 
that—a beginning. Other important inputs are necessary before the needs 
picture can be considered complete. 

The analysis must be continuous to be effective. Like any information 
system, it needs to be current or today’s decisions that affect tomorrow 
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will be made on yesterday’s information. The information should be up- 
dated at least annually and it should be in readily available form that is 
easily interpreted. In smaller schools, there is a tendency to keep the 
information in memory form; however, this can be time-consuming as well 
as subject to error when certain parts of that information need to be 
constructed or reconstructed in readable form. 


Selection of Staff 

Part of staff development is the selection of replacements or additions to 
the staff. As in any system, a change in one part affects the other parts. 
The social-professional system of the staff is no exception for every time 
a staff member leaves or one is hired, the total impact of the school is 
changed. This important personnel function of the principal is one of the 
most difficult. In too many cases, particularly in larger school districts, the 
selection of teachers is removed from the principals domain. While this 
function cannot be the exclusive prerogative of the principal, neither 
should it be completely removed from him/her. The principal and faculty 
should make input into the selection process based upon the total staff 
picture, the specific competencies needed, and upon the long-range plans 
for educational program development. The interview-selection process 
should also be shared on a carefully planned basis with the principal, the 
faculty with whom the person is to work, and with appropriate personnel 
in the central office hierarchy. 

Foolproof, predictive data are nonexistent for the selection of staff; there- 
fore, this is probably one of the most frustrating tasks faced by the principal. 
Yet, there are several sources to which the principal can turn for indicators 
of success. Records of past performance indicate the relative success of 
an individual. These can be found in the placement files and received 
through direct inquiry to persons with whom the candidate has worked. 
In most instances it is wise to follow up written evaluations with telephone 
or face-to-face inquiries, particularly when the written recommendations 
are nebulous or appear to leave out important information, The authors 
have never seen a really negative set of placement credentials; therefore, 
such documents must be read carefully and critically. 

Within the set of credentials will be evaluative reports of student- 
teaching performance. Consideration should be made of the type of school 
in which the student taught, length of teaching, level, and, if available, 
the training institution’s rating policies. One should be careful not to screen 
out those candidates coming from institutions whose rating scale provides 
only for “pass” or “fail,” “successful” or “unsuccessful.” 


School Staff Utilization and Development 


This is particularly true when receiving credentials from institutions 
awarding letter grades of “A” to nearly all student teachers and reserving 
g g 


the grade of “B” for those who were weak. 
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Though not a primary responsibility, the principal should check the 
certification status of the candidate as to level, subject, any deficiencies, 
and so forth. 

In the case of both student teachers and experienced teachers, when 
feasible, an on-site visitation may give the principal valuable insights re- 
garding the candidate. Appropriate clearances from the candidate and his 
or her superiors should be obtained ahead of time. 

Additional aids to completing an accurate composite of the candidate’s 
qualifications include structured interviews, examinations, scores on stan- 
dardized tests (e.g., National Teachers Examination), or other information 
of record. 

It is imperative that the principal regard the selection of staff as a pro- 
active role and not a passive situation. The principal should be involved 
in the cooperative development of the vacancy announcement, at least to 
include those competencies and expectations unique to the community 
and school program. Likewise, faculty should be involved to the point that 
they too will take responsibility for the new faculty member’s success. 


Changing Profile of Faculty—Implications for Inservice 


From 1942-72 America’s school administrators faced unprecedented enroll- 
ment increases and thus because of the continued need for additional 
teachers they had all they could do to maintain an adequate professional 
staff. The concerns in those years were to develop greater maturity and 
experience in the staff and to provide inservice education that would 
supplement preservice training that was generally of “short-cut” emer- 
gency quality. H. S. Broudy describes the preservice training of teachers 
as resembling “the production of automobiles that are designed to go into 
the repair shop immediately after delivery to a customer.” His statement 
is not entirely facetious. In 1947 less than half of the teachers in the United 
States had completed a full-fledged teacher training program and had a 
baccalaureate degree.* 

Times have changed! While we would argue there is not necessarily an 
oversupply of teachers based upon quality educational needs, we do have 
an oversupply based upon the public’s willingness and ability to pay. The 
facts are simple: Elementary enrollment has dropped, secondary enrollment 
is leveling off and facing significant declines. The surplus, plus changing 
social and economic conditions, make the older teacher with tenure think 
long and hard before leaving the school or the profession. The better job 


1H. S. Broudy, “Inservice Teacher Education—Paradoxes and Potentials”, in Louis 
Rubin, The Inservice Education of Teachers (Boston: Allyn & Bacon, Inc., 1978), p. 58. 

2 David B. Tyack. The One Best System: A History of American Urban Education 
(Cambridge, Mass.: Harvard University Press, 1974), p. 274. 
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in the next school district or in business and industry just is not there today. 
The profile of today’s teacher shows a person with advanced degrees, 
several years of teaching experience, and often outside work experience. 
More men than ever before have entered or are now a part of the profession 
and an unusual number of women who are married and have families have 
remained as teachers. There are far fewer beginning teachers and a declin- 
ing percentage of teachers in their twenties. By 1984 it is estimated the 
average age of classroom teachers will rise to nearly forty. This adds up 
to a faculty with greater education, experience, and maturity. The situation 
creates a need for changing the old concepts of inservice education. For 
the most part these older teachers aren't interested in more course work 
at the university or a canned professional speech series from visiting 
experts. But they do need varied and flexible inservice opportunities to 
sharpen their teaching skills and provide growth above stagnation. 

Many bemoan the “graying of the teaching profession.” However, a 
faculty does not need to be young to be dynamic. There are many advan- 
tages to the mature faculty. Jean Grambs and Carol Seifeldt in their study 
of the older teacher concluded that an older teaching faculty is to be 
prized if the school system can develop policies that weed out weak 
teachers and retain those who are surplus in their speciality.“ * The financial 
strain of having the more experienced higher paid teachers would be offset 
by more acceptable educational productivity and with renewed com- 
munity confidence and support. They contend research indicates that the 
older teachers are more involved in professional organizations, more pro- 
fessionally committed, more politically active, profess stronger ties to the 
community, are more loyal employees, have greater wisdom regarding the 
experience of teaching and learning, have greater insights into the behavior 
of the young, are significant informants regarding community expectations, 
and provide the stability that can eliminate many discipline problems. 


Inservice Education ° 


The term “inservice education” elicits a variety of responses for a variety 
of reasons. Many of the negative responses may stem from past experiences 
in which the planned program had little or no relationship to the needs of 
those in the program. An effective inservice educational program is an out- 


3B. David Delhanty, “Myths About Older Teachers,” Phi Delta Kappan (Dec. 1977), 


. 262. 
ma fone Dresden Grambs and Carol Seifeldt, “The Graying of America’s Teachers,” 


Phi Delta Kappan (Dec. 1977), p. 260. 

5 See Ch. 13 for a discussion on how to dismiss the incompetent teacher. 

6 There are many academic discussions over the differences and sameness of the 
terms “inservice education” and “staff development.” We consider inservice education 
as a part of staff development and do not use the terms synonomously. 
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growth of perceived needs. It is obvious that the one(s) who perceived 
these needs can be anywhere on the organization chart, but unless those 
persons who exercise the competency in question also perceive the needs, 
the success of the inservice program is on shaky ground. 

Inservice education should not be regarded as merely formal, planned 
programs for a number of grade-level subjects, faculty or even for a total 
building, or systemwide faculty. 

To regard it as such is to compartmentalize inservice experiences as if 
they had little or nothing to do with application to the realities of helping 
students to learn. Inservice education should take place as an integral part 
of the day-to-day operation of the school. 

Any school has characteristics and needs unique to itself, as does each 
individual in that school. The Principal must be alert to these differences 
as he/she proposes inservice programs and reacts to proposals for inservice 
programs. The principal cannot leave the planning and development of 
inservice programs to another office or agency, although he/she will find 
such help valuable. Inservice education is a total faculty responsibility. 

The following considerations are important in the development of in- 
service programs: 


1. Inservice education should be directly related to a specific goal and/or 
objective of the educational program. 

2. Channels should be maintained so that inservice needs may be easily 
communicated and initiated from the faculty. 

3. Tangible commitments in the form of money, time, and materials need 
to be made by the central administration and school board. Commit- 
ments of time and energy should also be expected from the teachers, 

4. Communications with the whole system is essential to ensure partici- 
pation by those interested as well as at least partial avoidance of mis- 
information regarding the purpose, or cause, of the inservice program. 

5. A carefully designed evaluation of the inservice program should be con- 
sidered part of every inservice attempt. The evaluation should be 
directly related to the effect upon the main clients of the school—the 


pupils. 
Opportunities for Inservice Education 


There are many opportunities for inservice experiences for teachers. The 
following list provides the reader with a beginning for his/her own ex- 
panded list: 


1. Specially designed courses, with or without college credit. 

2. Demonstration teaching. 

3. Lectures by fellow teachers, administrators, community resource per- 
sons, experts in selected fields, and so on. 

4. Technical workshops, e.g., media utilization, computer aids, and so on. 
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. Curriculum committee work. 
. Specialized committee work, e.g., facilities provision for the handi- 

capped, mainstreaming, and so on. 

7. Visitations to programs and projects of interest within the school or 

system, or to other schools or agencies. 

8. Research and experimental projects. 

9. Teacher position exchanges. 
10. Involvement with local, regional, state, or national teacher centers. 
11. Development of proposals for outside funding. 
12. Organizing and implementing different teaching patterns. 
13. Planned faculty retreats. 
14. Group awareness sessions. 


Do 


As noted, this is but the beginning of the many opportunities a faculty 
and principal have for initiating meaningful inservice experiences. Educa- 
tional travel, conferences, summer institutes, and the like can also prove 
to be invaluable. 

The principal should not think in terms of teachers only when developing 
inservice programs. Inservice needs may be quickly apparent among fellow 
principals. In addition, clerks, secretaries, aides, specialized personnel, 
custodians, food service personnel, and so on can profit by inservice experi- 
ences designed with their help. 


The College Role in Inservice Education 


In days past the essential and usually exclusive role for the teachers college 
or school of education was to offer courses for permanent certification require- 
ments or provide a program of advanced work toward a graduate degree. 
These offerings were classroom sessions geared toward meeting college 
requirements. The past few years has seen a role change in that many 
higher education institutions have accepted the idea that the college 
professor should step out of the typical institutional classroom into more 
direct problem solving situations with teachers and administrators in the 
field. This growing philosophy has provided a great deal of flexibility to 
the type of assistance a college and university could provide to local schools. 
As illustrated in Figure 14.1, universities have developed response systems 
to meet a great variety of options. 

For example, under an ideal relationship a given school system could 
assess the special professional requirements of their faculty. Following their 
needs assessment they could contact a nearby higher education institution 
through the college of education or the office of continuing education for 
help in establishing a workshop, seminar, or course that would satisfy the 
needs of the faculty. Or, suppose a school faces a particular problem. A 
team composed of the teachers and administrators might decide they would 
like to formally work on this problem in a disciplined way. They could 
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Ficure 14.1. Developing college and university inservice course patterns. 
Traditional Campus Prof. Taught 


COOPERATIVE 


Tailored On-site Client Taught 


ahs Predetermined Emerging A aasahan 
sibs objectives Objectives ampus 
Client Client 


Optional Variables: Topic ——> Time —> Format ——» Credit/Noncredit —>» Instructors 


—— Resource Persons ——» Schedule ——» Location ——> Funding 


contact the college and plan a workshop so that the professional resources 
of the college would be made available to the team in finding solutions to 
the problem. In some states a number of higher education institutions have 
pooled resources to help local schools solve their problems. One such 
workshop is described by Thomas J. Switzer." 


One such effort, in which I have been involved for the past four years, calls 
for such a role change on the part of college professors and attempts to 
deal with some of the common problems encountered with inservice efforts. 
Called the Wayne County Interinstitutional Workshop, it is in effect a con- 
sortium involving the Wayne County Intermediate School District (Detroit 
and surrounding areas). The University of Michigan, Michigan State Uni- 
versity, Wayne State University, and Eastern Michigan University. 

The program works this way: Teams of teachers and administrators from 
throughout Wayne County indicate to the Wayne County Office that they 
would like to work on specific educational problems facing their schools or 
school districts. Enrollment in the workshop is limited to twenty teams of 
no less than five and no more than twelve members; if more than twelve 
from a school district wish to participate, two or more teams are formed. 
Each team designates a team leader who may or may not be an adminis- 
trator. There is some encouragement to select the leader from among teacher 
members of the team. Team leaders then attend a preliminary planning 
session where the purposes and goals of the workshop are discussed 
and plans are made for the general sessions. The workshop itself consists 
of fifteen sessions, which start in October and conclude in February. The 
first two—general sessions involving all teams—focus on team building activi- 
ties and the presentation of information on the change process, problem 
development, and necessary administrative matters such as registration. 
Participants may register with the university of their choice. 


7 Thomas J. Switzer, “An Institutional Consortium: A Model for Inservice,” Innovator 
(Ann Arbor: University of Michigan, School of Education, Sept. 1977), p. 10. 
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Participating universities have agreed to a uniform fee structure for the 
workshop, and each has agreed to supply at least one staff member. Addi- 
tional staff members are provided by the Wayne County Office. 

During the succeeding twelve weeks participating teams meet once a week 
for four hours in their own schools or in a location convenient to the team 
members. Each team is assigned a university or Wayne County staff member 
who works with the team in its setting. Other staff members are brought in 
to assist as needs arise. 

The final session is a general one at which teams share their experiences. 
The workshop is evaluated during this session, and staff members exchange 


grades. 
The Teacher Center 


One of the maturing concepts in inservice education is the teacher center. 
Teacher-center education is rooted in the philosophy that a professional 
person can and should exercise responsibly the initiative for his or her own 
personal and professional development. The center is a central informal 
work place where teachers may meet together on their own to generate 
ideas, information, and materials to help them with their own classroom. 
Normally, a center does not have a formal ongoing program. However, 
from the sharing of ideas and the identification of needs, programs may 
develop such as brain-storming sessions, interest groups, workshops, demon- 
strations, and even specially arranged seminars and workshops. 

There is no one teachers’ center that one could point to and say, “That 
is a model teachers’ center!” A model teacher center probably cannot 
actually exist because each center seeks to serve and fulfill the needs of 
the teachers in a particular locale. These teacher centers are basically 
people, people who share common needs in teaching. While they are more 
of a process than a physical entity, to fully meet needs, some type of 
physical facility is necessary for a common meeting place and to house, 
distribute, and even reproduce materials of instruction. This physical 
facility might be an old abandoned school building or classroom in a school. 

Some centers are sponsored by professional teacher groups, teacher 
collectives, school districts, state departments of education, and some even 
by colleges and universities. A number of foundations have provided grants 
for experimental centers and the federal government has provided funds for 
their selective establishments with the idea they could eventually develop 
i iona work. 
ae been established without some political rumblings. It 
is easy to see that they could often conflict or compete with the schools 
regular inservice program. Many administrators contend that if a center 
is to be sponsored and funded through governmental agencies then educa- 
tional officials should play a role in their governance. Too much emphasis 
on control could kill some of the important elements of spontanity and 
motivation. Administrators should not control teacher centers. It is important 
that teacher centers be accepted by the administrator as an honest attempt 
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by the teachers to generate their own professional growth. From the 
administrator's point of view the concern should not be one of either 
competition or control, but, rather, how can we utilize, coordinate, and 
complement the center’s activities with the ongoing staff development needs 
of the school? 


Supervision and Staff Development 


There may be some question about supervision being a part of the staff 
development process. The question arises because the word “supervision” 
has a great variety of meanings. It can mean general overseeing and con- 
trol, management, administration, evaluation and accountability, or any 
and all of the activities in which the principal is engaged in “running” the 
school. 

The dictionary describes the supervisor as the “overseer, administrator, 
the person in charge.” In addition, except for supervision experts and mem- 
bers of the Association of Supervision and Curriculum Development, authors 
of professional literature generally use supervision interchangeably with 
administration, evaluation, and management. The job descriptions from 
school districts throughout the country make the principal responsible for 
supervision of various and sundry activities from accounting for lunchroom 
money, to athletic events, to teacher behaviors.’ 

Because of the variations in meaning, the more descriptive term “super- 
vision of instruction” will be used when discussing supervision as part of 
staff development. Used with this specificity it has a deeper and more 
sophisticated meaning, becoming the process through which the principal 
attempts to work with teachers in a positive way to achieve the major goal 
of the school, superior teaching and learning. Our description of the prin- 
cipal’s role in supervision of instruction is: those leadership activities in 
which the principal engages cooperatively with teachers and other staff 
members to improve teaching and learning in the school. When instruc- 
tional supervision is used in this way it is inextricably tied in with leader- 
ship and staff development. 

Even with this more specific and definitive use it is recognized there are 
contradictions and conflicts that are inherent in the process of instructional 
supervision. 


1. Can the principal separate supervision and evaluation? 

2. Must the principal in the instructional supervision role take the stance 
that he/she is more knowledgeable about teaching and learning on all 
subjects than the teacher who is a specialist? 


8 National Association of Secondary School Principals, Job Descriptions for Principals 
(Reston, Va.: The Association, 1976). 
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3. How does the principal deal with supervision and the supervisor (con- 
sultant) from central administration? 

4. Does the principal have the time to accept major responsibility for 
instructional supervision? 


Supervision and Evaluation 


If supervision of instruction as we have defined it is to succeed, it must 
be considered as a process separate from evaluation even though they are 
both important responsibilities of the principal.” The supervision process in 
the “old days” may have meant inspection and evaluation, telling how and 
what and then inspect to see if it was being done. Today, in dealing with 
teachers as knowledgeable professional people, our understanding of theory 
and research should make us realize that much more can be gained by 
professional stimulation and cooperation than by force and coercion. In 
fact, force and coercion will hamper cooperation and creativity. 

Instructional supervision then must be threat free. The principal as 
designated leader of the school, of course, must accept responsibility for 
encouraging and stimulating activities that will help the teacher improve 
teaching and learning in the classroom. In this sense he/she acts as motiva- 
tor, initiator, and change agent. Rather than telling the teacher what to 
do, the principal and teacher discuss as colleagues and peers how to improve 
teaching and learning. They exchange ideas, brain-storm, trade experiences, 
discuss alternatives. The principal having broader contacts may identify 
other resources to help and provide them as necessary but avoids whenever 
possible any implications of judgment of criticism based upon his/her 
organizational position in the administrative hierarchy. 

Instructional supervision is at its best when: 


1. The teacher can openly share concerns with the principal, when there 
is free communication, and each can react and disagree without fear of 
hurt feelings or reprisal. 

2. There is a genuine feeling that the teacher and principal are solving 
professional problems as colleagues. 

3. There is realization that expertise is a function of knowledge and ex- 
perience and the administrative position does not by itself make the 
principal an expert. 

4. The teacher recognizes the principal values his/her worth as a person 
and is concerned about both personal and professional growth. 

5. There is recognition of the teachers’ professional competence by the 
helpfulness of feedback and the supportive way it is given. 


9 Evaluation as a separate process is discussed in Chs. 12 & 13. The authors are strong 
advocates of the need for evaluation and accountability. The best teachers should be 
retained; poor teachers should be released. Processes should be developed to handle this 
effectively, objectively, and humanly. However, the processes should be separated from 


instructional supervision. See pages 257-260. 
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6. There is recognition that the infinite variability in human beings makes 
universal applications in teaching and learning questionable. Teaching 
can be risk taking and failure in some experiment or new venture is 
not a sign of incompetence. 

7. The teacher feels professional freedom in that he/she may experiment 
with teaching procedures and seek help in many different directions 
without being made to feel inadequate. 

8. There is an understanding that teaching is both rational and emotional 
and that discussions of feelings and interpersonal relations may be as 
important as talking about the teaching process itself. 


The Principal as an Expert 


It is a serious mistake to assume because the principal is administratively 
responsible for instructional supervision, he/she is and must be the expert in 
any and all fields represented in the school. Nor can the principal be the 
determiner of educational method or specific teaching procedure, for it is 
a myth that there is one best universal method. Along with providing 
motivation and support as a professional colleague to improve teaching 
and learning the principal’s supervisory function is to develop instructional 
teamwork. If a school is to be something more than a group of uncoordi- 
nated classes the faculty needs to go through the process of identifying 
group goals and then each teacher be committed to accept responsibility 
for tying individual subject matter goals with those of the entire school. 
The principal then can help each teacher coordinate teaching with the 
goals of the school realizing that his/her teaching is part of a cooperative 
enterprise. 

It is true the principal can gain much support through the expertise 
exhibited but the expertise should include broader technical, human, and 
conceptual skills such as: 


1. Expertise in motivating teachers to improve, to be creative, productive 
teachers belonging to a unified working faculty. 

2. Expertise in ability to place the school in perspective with the local, 
state, and national educational enterprise. 

3. Expertise in marshaling a great variety of resources that can help the 
teaching-learning situation. 

4, Expertise in working with the community and central administration 
to gain the necessary support for the teachers and the school. 

5. Expertise in working with students to wield them into an effective 
productive community. 


Supervision—the Principal and the Central Office 


A possible conflict often exists with central administration over the super- 
vision function, particularly if there is a strong staff of central-office super- 
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visors, consultants, subject matter specialists, or coordinators. Many in- 
stances exist where the central office influence is so strong or the principal's 
instructional leadership so weak that the principal becomes the management 
mechanic. The school, then, rather than being a unified team, has a faculty 
individually oriented who gains incentive from “on high,” the central office. 
Situations like this exist for the most part from custom and tradition rather 
than actual organizational policy. In investigating the situation the authors 
discovered that the overwhelming majority of supervisors are staff personnel 
rather than administrative. The principal, on the other hand, is by board 
direction the administrator of his/her building and responsible to the 
superintendent and the board for all activities (including instructional super- 
vision) carried on in the building to which he/she is assigned. Thus, it is 
the principal's responsibility to utilize the central administration supervisor 
as a resource to the school faculty individually and collectively. They are 
part of the team but they neither control or administer and they work 
through the principal's office. They should work alongside the principal 
with the faculty to develop internal policies and procedures so that the 
fullest advantage can be made of all possible resources. The expertise of 
the principal should be evident in the exercise of ability to utilize central 
administration supervisors as part of the school professional team. 


The Principal and Time for Instructional Supervision 


The major purpose of a school is teaching and learning. If a principal 
doesn’t have time for instructional supervision, priorities need to be re- 
adjusted to find time. 

In a Point Counterpoint Series on whether principals can be instructional 
leaders, B. J. Fallon stated that the multiplicity of duties assigned principals 
provides an ideal basis for the rationalization: “I don’t have time to be 
an instructional leader!” He adds, however, “There is always a lingering 
hunch that principals find a modicum of security in concentrating on 
‘countables’ and tangibles and go out of their way to look for these kinds 
of things to avoid one of the toughest jobs in the world—assessing teaching- 
learning situations and suggesting ways of improving them. ; 

In the counterpoint view Gilbert R. Weldy asserted | principals are re- 
sponsible for instructional leadership. They have no choice! “In this period 
of declining student achievement, wavering public confidence in schools, 
and demands for financial accountability, principals must furnish instruc- 
tional leadership whether they want to or not. If they don t kiok how, 
they must learn. If they don’t have time, they must find time.” 1 

Trump and Georgiades in their description of model schools throughout 
the country indicate the principals of these schools spend three fourths or 


i int/ i i a “Principals are Instructional 
V. t Point/Counterpoint ) Berlie J. Fallon, Principa t 
bean ee ober, Gilbert R. Weldy, “Principals are Instructional Leaders. 
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more of their time directly on the improvement of teaching and learning." 
These principals found time through the “Management by Exception 
Theory” propounded by the authors, although they did not recognize it as 
such. “Other persons saw salesmen, arranged athletic schedules, policed 
corridors, took care of the physical plant, etc., so principals left their 
offices more to be where teaching and learning occur.” "* Finding time is 
more often than not a matter of organization, delegation, desire, and 
especially establishing priorities. 


Teacher Improvement Through Clinical Supervision 


The clinical approach toward supervision has proved to be an important 
inservice education process. It produces a self-directed teacher who analyzes 
and seeks solutions to’ his/her own teaching problems with the help of 
another professional. Clinical supervision emphasizes teacher growth in 
that the supervisor talks with the teacher as a colleague to identify and 
clarify problems and then observes the teacher in a classroom situation 
to provide feedback on possible solutions to problems identified. In a 
sense the clinical supervisory process causes the teacher to develop his/her 
own needs assessment with the help of the supervisor, and then with the 
help of the supervisor work out a plan on how to satisfy these professional 
needs. The solution to the identified problem or need may often require 
taking formal course work, forming workshop or study groups with teachers 
having similar problems and needs, or just special individual study and 
practice. 

A strong flexible inservice education program is imperative for clinical 
supervision to operate effectively. If a teaching weakness or special need is 
identified but the school has no resources available to help, then a frustrating 
debilitating situation is created rather than a positive one! 

Charles A. Reavis listed the various steps to clinical supervision. 


1l. Pre-observation conference. To establish rapport, obtain orientation to 
students and lesson to be taught, agree on what aspects of teaching 
the teacher would like feedback. This should take place several days prior 
to the observation. 

2. Observation. This should be neutral and nonparticipating. The purpose 
is to record as objectively what goes on in the lesson particularly in 
relation to teacher-identified needs. 

3. Analysis and strategy. This is a carefully thought-through plan by the 
supervisor as to how feedback is to occur and how to identify the teacher 
needs. 

4. Supervisory conference. This is specific feedback on the lesson observed 
based particularly on pre-agreed upon items. In this step the supervisor 


11 J. Lloyd Trump and William Georgiades, How to Change Your School (Reston, Va.: 
The National Association of Secondary School Principals, 1978), p. 53. 

12Jbid., p. 33. 

18 Charles A. Reavis, Teacher Improvement Through Clinical Supervision (Blooming- 
ton: Phi Delta Kappa, 1978), pp. 11-16, Fastback III. 
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may help the teacher plan the next lesson incorporating identified im- 
provements. (It is at this stage certain more formal inservice education 
experiences can be worked out to improve the teachers competency in 


certain areas.) 

5. Postconference analysis. This represents an inservice training for the 
supervisor to review strategy and results of the experience to consider 
how it could be improved and to identify helpful ways of working with 


the teacher in the future. 


As stated above, from the viewpoint of inservice training and growth 
Reavis could add an additional step, which would be having the various 
supervisors of the school get together to review the needs identified by 
teachers and then work out with the teachers certain inservice activities 
that the school could sponsor in order to satisfy some of these needs. 


Summary 


Not so long ago administrators had as one of their major concerns the 
hiring of a sufficient number of teachers to fill the classrooms each school 
year. If the qualifications and competencies of these teachers were deficient 
they could rely on experience on the job, occasional speeches, and more 
college courses to make up the deficiency. This roughly was the inservice 
education program. Now the problem of acquiring a sufficient number of 
teachers has dissipated, rapid turnover has decreased, and with the 
development of a more mature experienced permanent staff, it is time 
schools move on to a higher order of inservice needs. This higher order 
approach should be a coordinated ongoing staff development program 
developed with full participation of the faculty. Its major objections should 
be twofold (1) individually to contribute to the personal and professional 
growth of employees so that they may do their work better and with 
greater satisfaction, and (2) collectively achieve unity and teamwork 
among staff members and a high degree of commitment to and involvement 


in the schools systems goals. 


For Further Thought 


l. Give some examples of social, economic, and political problems of 
society affecting personnel problems in an individual school. 

How can you best determine whether a person has personal qualities 
that will make for success in teaching? 

To what extent can “off-the-job” personal problems of employees be 
considered personnel problems? How much should the principal be- 


2. 


3. 


come involved in them? 


10. 
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Is there any difference between training and indoctrination as far as 
inservice education is concerned? 

Should the teacher center be under the jurisdiction of the central 
administrator? Discuss. 


. Utilizing the points of view of some of the experts in the field, deter- 


mine the fine distinctions between “staff development” as we are 
beginning to understand it and “inservice education” as we used to 
know it. 

It is a proven fact that the teaching profession is becoming older, less 
mobile, and more expensive. What implications does this have for the 
principal and his/her role? 

Many educators contend the present leveling-off of supply and demand 
for teachers will be good for the profession in that it will encourage 
emphasis on quality rather than quantity. Is this happening? Discuss. 


. Visit the college placement office. With the help of placement officials 


identify school systems with the most effective recruitment procedures. 
What makes them more effective than others? 

Some contend the purposes of administration, supervision, and evalu- 
ation are such that the principal can never be a part of the “team” in 
working with teachers to improve teaching and learning. Discuss. 


Part Il 
Special Problems and Issues 


A continuing challenge to the principal is determining strategy for resolving 
problems and issues related to the school. Many of these problems and 
issues never seem to “just go away.” They are always with us to some 
degree or other. For many, such as “discipline” or “teenage pregnancy,” 
there appears to be NO absolute solutions. However, if we cannot entirely 
eliminate the problem there are approaches, strategies, and attitudes that 
can eliminate much of the trauma (both to the school and the student) 
accompanying the problem. 

An important part of the preparation program for a prospective principal is 
to help him/her to understand the perennial problems facing each school and 
to have the “know-how” to work with students, faculty, and the community 
in dealing with them in a way appropriate to that particular school 
community. 

In a study of exemplary principals throughout the nation, problem solving 
was considered one of their most effective and important abilities both by 
the principals themselves and their “significant others.” In fact, most prin- 
cipals cited as exemplary were rated four or five in ability in this area on 
a scale where five was the top score.’ 

Problem-solving methods used by many of these effective principals were 
identified as being basically intuitive; however, much of this so-called 
intuition had an experiential and educational base. Two specific approaches 
toward problem solving emerged when studying their methods, one empha- 


sized process, the other personal qualities. 
The principals who tended to utilize principles and steps of problem 


1 National Association of Secondary School Principals, The Senior High School 
Principalship, The Effective Principal, Vol. II (Reston, Va.: The Association, 1978) 
pp. 35-42. 
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solving, when confronted with a problem, listed the following as part of 
their process. These principals described how they: 


1. Investigated and diagnosed the factors that seemed to be the cause of 
the problem. 

2. Identified and assessed the various alternative means of resolving the 
problem; looked creatively for that third or fourth or fifth alternative. 

3. Met with a variety of people, particularly those who were to be affected 
by the problem or its resolution. 

4. Utilized mediation, counterproposals, and compromise in their approach 
to problem solving. 

5. Selected a proposed resolution of the problem only after considerable 
analysis and thought. 

6. Planned carefully and thoughtfully the implementation of the proposed 
solution.” 
A number of principals emphasized the importance of the personal qualities 

in problem solving. The personal characteristics they felt to be most 

important were: 


. Being a good listener. 

Not becoming defensive or emotional. 
Being able to take pressure or tension. 
Staying “cool.” 

Being fair and reasonable, but firm. 
Showing stick-to-it-iveness. 


PAR OWE 


On the basis of a nationwide survey of the current educational literature, 
the authors developed a list of persistent high priority problems that face 
our schools today and will continue to do so in the years ahead. The 
problems were then reviewed with a national sampling of principals, 
teachers, parents, and students to verify their importance and high priority, 
The result was a list of high-priority problems and issues facing every 
school. Every principal should have a master plan for handling these 
problems and issues. What is yours? How would you develop it? It is 
questionable whether you can have a strong viable school unless you 
have the ability to work closely with teachers, students, and parents in 
attempting to resolve these problems and issues. 

The following identifies twenty-one of the high priority problems and 
issues that emerged from our survey. Many have been discussed throughout 
the book. Eight of them are starred, which indicates we are dealing with 
these problems specifically in the next two chapters by defining and 
delineating them on the basis of our knowledge and point of view. 


Discipline (classroom management and general school behavior) * 
Vandalism and violence ° 


2 See Ch. 4 for a list of logical problem-solving steps that are more specific. 
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Absenteeism—the attendance battle 

Minimum competencies and declining achievement (the basics issue) ° 

Alternative programs—alternative schools 

Desegregation and busing 

Mainstreaming 

Staff development (variations in teacher’s dedication, interests, and abil- 

ities) 
Assessments and accountability (student, teacher, and principal evalu- 
ation) : 

Bilingual/bicultural education 

Collective bargaining and negotiating—its effect on the principals’ role ° 

Substance abuse (the drug scene) ° 

Student rights and responsibilities (school code) 

The unmotivated-doubters, delinquents, and dropouts 

Parent-citizen involvement in the school 

Sex, sex education and teenage pregnancy ° 

Student involvement—participation and positive school climate 

Enrollment decline and reductions in force 

Dealing with abused or neglected children ° 

Communications 

Sexism ° 

We have presented these starred problems in two separate chapters, one 
entitled Society-Related Problems, (Ch. 15) the other School-Centered 
Problems (Ch. 16). It is not possible to draw a neat, clean line between 
what might be considered a school problem and society’s problem. Cer- 
tainly both could share responsibility for its existence as well as its solution. 
Nonetheless, it may be seen that many of the problems in the school are. 
more a by-product of society than of the way a particular school operates. 


Chapter 15 Society-Related Problems 


The problems discussed in this chapter are identified as society-related 
problems because they have emerged as major by-products of our society. 
We believe schools make a serious mistake in shouldering complete respon- 
sibility for either the assessment or solution of these problems or accepting 
blame for their existence. However, the school as an important social insti- 
tution can and should take appropriate leadership in alerting the community 
to the problem and work as a cooperative team member with the broader 
community in seeking solutions. In addition, they must develop specific 
procedures for dealing with these problems when they emerge in the 
school itself. This chapter focuses on vandalism and violence, child abuse, 
substance abuse, and school girl pregnancy (sex and sex education). 


Vandalism and Violence 


School vandalism and violence became a national headline in 1975 with 
the release of a preliminary report by the Congressional Subcommittee 
to Investigate Juvenile Delinquency. The report, entitled Our Nation's 
Schools—A Report Card: “A” in School Violence and Vandalism brought 
to public attention the results of a nationwide survey that attempted to 
determine the extent and trend of violence, vandalism, and related prob- 
lems. In July of 1976 the subcommittee followed up with two volumes 
containing over sixteen hundred pages of testimony, statements, and articles 
concerning the nature of the problem.* In 1977 they issued a final report 
with a more helpful approach by emphasizing various strategies and models 
useful to schools in reducing violence and vandalism.? 


1 Subcommittee to Investigate Juvenile Delinquency, “School Violence and Vandal- 
ism: The Nature, Extent, and Cost of Violence and Vandalism in our Nation’s Schools,” 
and “School Violence and Vandalism: Models and Strategies for Change” (Washington: 


U.S. Government Printing Office, 1977). y à 
2 Subcommittee to Investigate Juvenile Delinquency, “Challenge for the Third Cen- 
tury: Education in a Safe Environment—Final Report on the Nature and Prevention of 


School Violence and Vandalism” (Washington: U.S. Government Printing Office, 1977). 
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While the extent of violence and vandalism seems to have peaked, and 
may even be declining, the nationwide cost is still in the range of 200 
million to 500 million depending upon whether one wishes to listen more 
closely to the Congressional subcommittee estimates or those presented by 
the Safe School Study of the National Institute of Education.? No matter 
which stance one takes—“Viewing with alarm,” as the subcommittee did, 
or the more conservative, slightly defensive approach of the National Insti- 
tute of Education—one must admit that this problem is taking its toll on 
education through the excessive expenditure of time, money, energy, and 
concern that could much better be expended on more positive aspects of 
education. The problems of violence and vandalism seem to be spread 
evenly among urban, suburban, and rural schools when considering num- 
bers of seriously affected schools; however, when considering percentages 
the urban schools are clearly in the lead. In the random interviewing of 
secondary school principals at their 1978 Convention in Anaheim, Cali- 
fornia, urban principals were almost unanimous that this was a problem 
of which they had to be constantly aware and on guard about even though 
many did not consider it a major problem. Vandalism, particularly after 
school occurrences, appeared to be a natural possible constant occurrence 
that was handled rather matter-of-factly by all-school security. Violence, 
however, seemed to always be lurking in the background as a threat, thus 
the need for establishing constant safeguards. On the other hand, rural and 
suburban school principals did not consider these a constant threat that 
needed to be guarded against. They were inclined to downplay the idea 
that violence and vandalism were major issues that should elicit their 
concern, One Connecticut suburban principal who was interviewed on 
the airplane going to the convention was exceedingly outspoken about these 
not being major issues. He contended we were not only “beating a dead 
horse” by pursuing this as a problem area in our textbook but were 
furthering a negative image that was a disservice to administration. Con- 
sider his chagrin when he arrived at his hotel and responded to an urgent 
phone call message to discover that his school had been broken into the 
evening before with an estimated twenty-five thousand dollars worth of 
damage by vandalism. 

Education U.S.A., in reporting on the National Institute of Education 


study, stated: 


Typically, one school in four is vandalized each month, with an average 
cost of repairs at $81. Further, one school in ten is broken into at an average 
cost per burglary of $183. “School crime (and especially vandalism) is not 
just an urban problem,” the study states. In fact, the per capita cost of school 
crime is higher in the suburbs than in the cities. But violence among students 


3 National Institute of Education “Safe School Study” (Washington: Department of 
Health, Education and Welfare, U.S. Government Printing Office, 1978). 
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increases with the size of the community and the school. Generally there 
is less crime in rural areas.* 


The study does show that in large cities 26 per cent of the high schools, 
18 per cent of the junior high schools, and 12 per cent of the elementary 
schools indicate they have serious problems while 6 per cent of the rural, 
8 per cent of the suburban, and 11 per cent of the small cities report 

“serious” problems. 
Even though the lightning does not strike every school, every school 
principal has an important stake in this issue for at least two important 
The principal’s leadership is necessary to help the public 


reasons: (1) 
understand the nature of this national problem; that the solution to crime 


in the school does not lie solely within the schools. These are social prob- 
lems that lie deep below the surface with roots in the very foundation 
and structure of our society. (2) The central conclusion of all the studies 
read on the subject seems to be that the principal’s leadership is one of 
the strongest factors in reducing school vandalism and violence. 

The subcommittee to Investigate Juvenile Delinquency concluded a 
solution to the problem required the combined effort and participation of 


the entire educational community, including parents and citizens at large. 
They then recommended a checklist that could be accomplished by individ- 


ual schools under the direction of the principal: * 


The subcommittee’s intention is to provide some initiative and direction 
to stimulate a simple yet vital ingredient in the effort to reduce school crime 
problems—the involvement of all elements of the educational community. 


Individual Schools, Principals, Teachers, Students, and Parents 


—Principals should establish uniform and clear disciplinary practices to 
insure that all teachers and students know and understand school rules and 
the procedures for enforcing them. 

—Principals could form a committee of students, teachers, parents and 
administrators to draw up a proposed written code of rights and responsi- 
bilities which in turn can be submitted to the school community for adoption. 
—An antitruancy committee consisting of a parent, a counselor, and a stu- 
dent could be formed to visit the T of truants and potential dropouts 
a them to return to school. 

ma, principals could hold discussions with student groups on 
violence, vandalism and related problems in the schools. Students should 
be encouraged to provide suggestions to alleviate the problems. j 
—Principals could visit the homes of people who live in the neighborhood 
and request their help in keeping watch on the school building when it is 


not occupied. ee 
a a could conduct a complete tour of the school facility for new 
order to make it a more familiar and welcome place. 


students each year in : i i 
~School officials should meet with police officials to reach a clear under- 


4 National School Public Relation Association, Education U.S.A. (January 16, 1978, 


Vol. 20, No. 20), p. 145. 3 3 f 
5 SuBeommnities i Investigate Juvenile Delinquency, Final Report, op. cit., pp. 89-90. 
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standing concerning the circumstances in which police will be called on 
school grounds and how such an operation will be handled. 

—Principals and teachers might telephone parents with news of good grades 
or some other accomplishment on the part of their children. Some parents 
complain that the only time they hear from the school is when their children 
are in trouble. 

—A Student Advisory Committee could be formed to help reduce violence 
and vandalism by enlisting student support and assistance. 

—An overall school safety committee could be formed made up of student 
custodians, teachers and parents to present suggestions to the principal on 
methods of controlling problems. 

—Alternatives to suspension for non serious offenses such as behavior con- 
tracts or cool off rooms could be instituted. 

—Parents could be encouraged to provide active assistance to principals 
and teachers during the day. 

—Custodians should keep extra materials available to effect rapid repairs 
and avoid the epidemic effect of vandalism. 

—Principals should develop clear understanding with both the Superin- 
tendent’s Office and the individual School Security Officer as to their 
respective responsibilities and authority. 

—School officials should seek out isolated areas of the school where prob- 
lems are likely to occur and close them off or provide for increased super- 
vision or activity at critical times. 

—School officials should meet with teachers to insure that they understand 
school policy in critical situations such as a fight in a classroom or a crowded 
hall. 

—Peer group counseling groups could be formed. 

—Telephone campaigns could be initiated to encourage parents to attend 
PTA meetings. 

—The school could establish a vandalism reduction fund. 

—Students and teachers should be encouraged to promptly report intruders 
on school grounds. 

—Principals might contact the local police department to set up a police- 
liaison program. 

—A counseling program might be initiated to provide assistance to students 
or teachers who have been the victims of assaults, 


On the basis of sifting through the findings of hundreds of studies, 
including their own, the Safe School Study concluded a school could 
reduce its level of violence and vandalism by: (1) increasing efforts in 
student governance and rule enforcement, (2) treating students fairly and 
equally, (3) increasing alternative opportunities for attaining an education, 
(4) improving the relevance of subject matter, making it more appropriate 
to students interests and needs, (5) having smaller classes with teachers 
instructing a smaller number of different students. 

They then developed a profile of a hypothetical model school that would 
have a low crime rate.® 


Throughout this analysis, the data point to the principal and the school 
administration as the key element. An effective principal who has developed 


6 National Institute of Education, op. cit., p. 137. 
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a systematic policy of discipline helps each individual teacher to maintain 
discipline by providing a reliable system of support, appropriate in-service 
training for teachers, and opportunities for teachers to coordinate their 
actions. This means that the teachers themselves are in a more secure 
position and are more likely to take effective disciplinary actions to control 
their own classrooms. Teachers are also more likely to recognize that they 
have a responsibility in establishing school-wide discipline. Students will 
respond favorably when this occurs; they will see the system as fair, will 
understand better what the rules are, and will be less likely to feel that the 
school is capricious and despotic. The effective school also finds ways to 
provide positive incentives to all students. The honors of the school go to 
many students, regardless of social class or academic ability. The school 
is sufficiently comprehensive to offer something of value to all of its students. 


Child Abuse 


Concern about child abuse is not new to popular media or to professional 
literature. The first child protective case was recorded in 1874. Literature 
focusing upon this problem has been accumulating rapidly, particularly 
since Kempe’s paper, “The Battered Child Syndrome,” in 1962.7 The sta- 
tistics are alarming; the problem appears to be widely distributed; and the 
consequences are long term. The following is not an appeal that again the 
schools take over a neglected area in family or societal responsibility. It pre- 


sents the facts about the situation and suggests that school personnel assume 


their places alongside others in exercising moral and legal responsibilities. 


Dispelling Myths and Stereotypes 
The following might be representative responses to an inquiry about child 
abuse and the school’s responsibility. Yes, there is child abuse in certain 
large city slums, but not here in this neighborhood. The incidence is so 
low that it is not a major concern of the schools. Nothing is really ever 
done if a case is reported. There is really little the schools can do to help, 
and besides, it is the welfare authorities’ responsibility, not ours. 
What are the facts regarding the distribution and incidence of child abuse? 
er according to the color of his skin, 


is i i tegorize the abus 
ee ee ial Por preference, where he lives, or what he earns. 
Child abusers have two characteristics in common: They hurt their 
children, and they need help. 
In 1963, DeFrancis stated that newspapers reported 662 cases during 
1962. Of these 96.8 per cent died. In 1970, in one state, 315 child abuse 


7C. Henry Kempe, et al., “The Battered Child Syndrome,” Journal of the American 
e , et al., : EA 
Medical Association, 181, No. 1 (July 1, 1962), pp. ya i P f 
8 Brian G. Fraser, The Educator and Child Abuse (Chicago: The National Committee 
for Pre ti of Child Abuse, 1977), p. 5. For additional information, see Fraser, 
op. cit. 1977, or contact the National Committee for Prevention of Child Abuse, 
111 E. Wacker Drive, Suite 510, Chicago, Ill. 60001. 
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cases were investigated, and in 1971, following the passage of a mandatory 
reporting act, 512 cases were investigated. In 1977 statistics were reported 
out of a study conducted by the Children’s Division of the American 
Humane Association.” The total number of child neglect and abuse cases 
found to be valid after investigation was 136,504. The ratio of neglect 
cases to abuse cases is about 2:1. These figures must be tempered with 
David Gil’s 1973 testimony before the U.S. Senate Subcommittee on Chil- 
dren and Youth on the Child Abuse Prevention Act in which he said 
“, . . there is no connection whatsoever between the statistics and reality 
on this particular issue.” 1° 

The term “child” often is misleading. The literature on child abuse usually 
refers to “child” as being from age zero to eighteen. The estimated figures 
are astronomical, but based upon cases dealt with, it is estimated that 50 
per cent of all abused children are over six years of age and about 20 
per cent are teenagers. In the 1976 Proceedings of the First National Con- 
ference on Child Abuse and Neglect, it was reported that of forty-seven 
thousand reports in which age was identified, seventeen-thousand (36 per 
cent) involved children between the ages of twelve and seventeen, Clearly, 
child abuse is an area of concern for educators at every level. As the 
school’s responsibility is extended downward to include younger children, 
the percentage of cases rises. Though not presently documented, the num- 
ber of cases investigated or officially reported are merely the tip of the 
iceberg. Aside from the many unnoticed situations, some are ignored and 
avoided by persons not wishing to “become involved,” others are incorrectly 
reported, and still others carefully concealed by the abusers, 

Who abuses children? Two thirds of the child abusers are parents of 
the children and the remaining one third are nearly always family members 
or people with access to the home. 

Spinetta and Rigler reviewed the literature regarding abusers who will- 
fully inflicted physical injury to children.“ They state that abusing parents 
were themselves abused or neglected, physically or emotionally, as children, 
The implications of this for school personnel are clear. Aiding in correcting 
a problem of child abuse is not just solving the problem at hand, but also 
possibly aiding in preventing occurrences in the next generation. Another 
message can be heard. What positive role can the school play in providing 
for children an emotional environment rich in love, tolerance, and example? 

Abusing parents can be helped as well as abused children. The school 


9 Vincent DeFrancis, “American Humane Association Publishes Highlights of National 
Study of Child Neglect and Abuse Reporting for 1975,” Child Abuse and Neglect 
Reports, June, 1977. 

10 §, J. Cohen and A. Sussman, “The Incidence of Child Abuse in the United States,” 
Child Welfare (June 1975), Vol. 54, No. 6. 

11 John S. Spinetta and David Rigler, “The Child Abusing Parent: A Psychological 
Review,” Psychological Bulletin, 77, No. 4 (April 1972), pp. 296-304. 
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must enter into an active partnership with other community agencies to 
make homes safe for children. i 

DeFrancis pointed out that “battered children are not peculiar to any 
socioeconomic group in the community.” 1? Nor are the abusers teenage 
mothers since nearly two thirds of the mothers in one group of cases studied 
were between twenty and thirty years of age. Spinetta and Rigler found 
that “only a few of the abusing parents showed severe psychotic ten- 
dencies.” ** They further cited research that indicated that some abusing 
parents expected and demanded much from their children prematurely. 

The foregoing studies deal with physical abuse as conveyed by the 
concept “the battered child.” Sex crimes are another concern. The incidence 
is high and widely distributed. In most cases the offender is known to the 
victim and may be a relative or close friend of the family. Incestuous 
relationships occur with far more frequency than often suspected. DeFrancis 
conservatively estimated the incidence of sex crimes against children in 
New York City to be three to four thousand cases annually.” The projection 
of these figures is staggering. One of the authors was aware of two preg- 
nancies resulting from incest in a two-year period in a one to eighth grade 
school. Frequently the mother will not report such a relationship even 


though she may be aware of it. 


Legal Responsibilities of School Personnel 
The moral obligations are clear, but often easily avoidable because if a 
problem is everybody’s business, it can be easily left to the next person, 
thus becoming nobody’s business. Legislation has been passed in all states 
but one. These laws outline mandatory reporting of suspected physical 
injury inflicted by other than accidental means, maltreatment, sexual moles- 
tation, cruel punishment, or deprivation of food, clothing, or shelter. Any- 
one can report cases of child abuse but the law REQUIRES medical 
personnel, school principals, teachers, social workers, clergymen, and police 
officers to report such cases. Those who report suspected abuse in good 
ity from civil or criminal liability. It should be 
noted that one need not have “proof,” but rather it is only necessary to have 
reason to believe a case of child abuse in order to file a report. 
School boards have adopted policies in accordance with this legislation. 
It is conceivable that professionals could be prosecuted for not properly 
child abuse. As the public becomes more 


i ted cases of 
ee bout dealing with the problem, school per- 


conscious and conscientious a ; j I 
sonnel will be expected to play an active role in reporting and in supportive 


faith are granted immun 


12 DeFrancis, op. cit, p- 8- K 505 

13 Spinetta a Rigler, op. cit, p- 299. Ge ; f s ; 

u ainena RN Protecting the Child Victim of Sex Crimes Children’s Di- 
vision (Denver: The American Humane Association, 1945), p. 2. 
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roles with agencies following up actual cases of child abuse. In nearly 
all cases, the follow-up agency will focus upon the parents. An important 
partnership link can be effected if school personnel can give support to 
the abused child or his/her siblings. The support might take several forms 
but would include providing an environment of acceptance, opportunity 
for successes, recognition of those successes, and continued observation of 
the situation for any negative recurring symptoms. 


Recognition of Child Abuse by School Personnel 


The principal will wish to alert faculty and staff to some of the common 
signs of abuse and neglect of children. Although the largest proportion of 
child abuse occurs in children who are below school age, it is nevertheless 
true that mandatory attendance at school may be an abused child’s first 
regular contact with the outside world. The first professionals to see an 
abused child may be elementary school teachers. 

Child abuse is a familial problem; therefore, recognition of child abuse 
in a school age child may lead to detection of abuse in younger siblings— 
possibly enabling these younger siblings to survive to reach school age. 

What should alert school personnel to become suspicious of child abuse? 
What signs or types of behavior in children or parents should warn school 
personnel to look further or report the case? How may a teacher or school 
administrator or school nurse recognize child abuse? What should they 
look for? 

The following guidelines for recognition of suspected child abuse were 
prepared by a physician and distributed by the Connecticut Child Welfare 
Association Child Advocacy Center in Hartford, Connecticut. These guides 
for recognition of abused children and abusing parents will aid school 
personnel as they come into contact with children. 


Guidelines for Recognition of Child Abuse: 15 
1. Clinical Signs of Physical Abuse and Severe Neglect in Children 

Professionals responsible for child care and child welfare in the home, 

school, doctor’s office, or emergency room should be on the alert for the 

following: 

a. Injuries which are not appropriate for the child’s age and matura- 
tional level: e.g., fractured extremities or skull in a child not yet walk- 
ing, burns, ete. (Small scars or marks on the extremities which would 
ordinarily be concealed by clothing may well be secondary to cigarette 
burns.) 

b. Bruises or wounds in various stages of healing, implying repeated 
exposure to trauma (or repeated injury inflicted), especially in the 
region of head or neck. 


15 These guidelines were prepared by Suzanne M. Sgroi, M.D., and distributed by 
the CCWA Child Advocacy Center, 1040 Prospect Avenue, Hartford, Connecticut 
01605. For additional information, see Fraser, op. cit., 1977, or contact the National 
Committee for Prevention of Child Abuse, 111 E. Wacker Dr., Suite 510, Chicago, 
Ill. 60001. 
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c. Physical evidence of undernutrition and/or water deprivation: e.g., 
poor skin tone, abnormalities of mouth and mucous membranes. 
d. Overt evidence of neglect of physical needs of young children (pres- 
ence of more than “surface dirt”): e.g., diapers which are rarely 
changed; ears, nose and fingernails which are never cleaned, etc. 
Unexplained tenderness or overt evidence of trauma to the mouth 
or perineum. In cases of sexual molestation, even a young child may 
exhibit signs and symptoms of venereal disease. A sexually molested 
child will almost uniformly deny the true source of injury, especially 


if a parent was the molester. 


2. Some Characteristics of Abusing Parents 
In cases of suspected abuse, interview of the parents may elicit the fol- 


lowing: 
a. Lack of emotional response at the time when assistance is being sought 


for the child. These parents may appear noncommittal and uncon- 
cerned about the child’s condition in the doctor's office or emergency 
room. 
b. Unconvincing explanation of the child’s injuries, sometimes with 
marked discrepancies between the history offered and the child's 
actual condition. If interviewed separately, the parents may give 
contradictory explanations. Abusing parents often “doctor-shop,” seek- 
ing aid from a variety of sources in order to avoid detection. 
Expectations and requirements of a child which are unreasonable in 
view of his age and maturational level. For example, abusing parents 
may expect a very young child to follow a rigid and arbitrary feeding, 
sleep, and play schedule, thereby requiring him to meet their needs 
instead of the reverse. Such behavior reflects emotional unprepared- 
ness to accept the responsibilities and demands of parenthood. 
d. Unwarranted belief in the efficacy of physical force to promote ac- 
ceptable behavior and “teach the child to mind.” Abusing parents 
have been known to spank a 3-week-old child to “teach him not to 


e. Past family history of physical abuse. Abusing parents tend to have 
been abused themselves in childhood and perpetrate a vicious circle 
when they employ violence in rearing their own children. 

3. Some Characteristics of Abused Children ; 

Refusal to admit that abuse has occurred. Most abused children will 
the true cause of their injuries, especially when the 
d, they usually concur with the 


a. 
not volunteer i 
abuser is a parent. When questione 


arent’s explanation of the injury. ; 
b Passive re, frightened behavior. Children do not ordinarily 


express hatred or vindictiveness toward abusing parents. Instead, the 
child, if old enough, is likely to feel guilty about the supposed mis- 
behavior which precipitated the abuse and will actively seek love 
and forgiveness from the abusing parent. 


Where to Turn 
There are several sources of help available to the schools. These agencies 


and services have different names from state to state, but are ordinarily 
ask is begun. It is suggested that the reader try 


easily identified once the t ; 
15-1 with a hypothetical case to see if there 


the steps suggested in Figure 
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Ficure 15.1. The steps in reporting a suspected case of child abuse. 


Check 
local 
reporting 

Procedures 

with 


Symptoms Principal MAKE SURE 
recognized you know 
by any what is 

staff necessary 
which give to make an 
reason to Official 
suspect report 

child Nearest division 


abuse of State Dept. of Proper forms 
Public Welfare or 


State Police 


nurse if 
immediate 
medical 

help seems 
warranted, 


Proper agencies 


Agency Telephone no. 


Your 
continued 
observation 
of case 


Possible 
request 
for sup- 
portive 

assistance 
with child 


Agency 
follow-up 
procedures 


Ee ae Sa] 


are local reporting procedures and what names and telephone numbers 
should be filled in the blanks provided. In other words, try it. You'll learn 
it. Listings under the headings of county, city, or state welfare agencies 
may include names such as the following: 


Child Welfare Department: Child Protective Services 
Registry of Child Abuses 

Society for the Prevention of Cruelty to Children 
Children’s Division of the American Humane Association 


The above are merely representative of the services available in the 
reader's area. It is possible that leadership is needed to increase the com- 
munications between local services as well as the public. As a community 
leader, the principal can exert influence to effect increased communications. 


Suggestions for Implementation 


The following will be of assistance to the principal considering a proper 
role in meeting the problem of child abuse. 
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. Learn to recognize signs and symptoms of child abuse in pupils. 

2. Know enough general background about the phenomenon to feel com- 
fortable in explaining it to school personnel and local officials. 

3. Alert the staff to the clusters of indicators of child abuse. As noted above, 
there are various sources of help for educating professionals. Often 
specially targeted projects have developed programs and have speakers 
available for this purpose. 

4. Know what community and state resources are available for investi- 
gation, follow-up, and treatment of child abuse, and how to report to 
them. 

5. Familiarize him- or herself and the school staff with their legal responsi- 

bilities and local policies governing the implementation of those respon- 


m= 


sibilities. 
6. Develop definite communication channels for all staff to report suspected 


cases of child abuse. 
7. Proper, current reporting forms should be available in the school office. 


The end point of these communications should result in proper reference 
and reporting of the case to appropriate agencies. Too often oversights in 
the reporting procedure result in no further investigation. 


Summary 
Prevention of further injuries to children is unquestionably right. Yet, 
taking steps to do so has been avoided by many professionals for many 
reasons, including lack of follow-up cooperation and sanctions imposed by 
the community. Forward-looking legislation is beginning to change this 
by making it mandatory for professionals to report suspected cases of child 
abuse. Like legislating love, the results of such legislation will be but token 
behaviors until the reality of the problem is internalized. The principal is 
in a key position to help in this regard. The effort expended is well worth- 
while if one child can be spared further injury, and if as a result a next 


generation can be spared. 


Substance Abuse 


For centuries various substances have been used for the pursuit of pleasure. 
Opium has a long history of inducing feelings of well-being. An ancient 
Sumerian clay tablet refers to “the joy plant, thought to be opium. The 
hemp plant has been known as producing a kind of “high” since before 
Christ. Recently a combination of influences have created a compelling 
environment so that abuse and experimentation have rapidly increased, 
particularly among the young. Farber notes the irony of concerned adults 
who do not see their ingestion of alcohol, aspirin, cigarettes, coffee, and 
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other chemicals as being an integral part of a drug society.'° Whether it 
be a combination of perceptions about these influences that lead to the 
comment, “If you're booked for a cruise on the Titanic, why not go first 
class,” or any other real or unreal set of factors, the reality of the drug 
scene cannot be questioned. 

In 1969 representatives from the Office of Education, the Bureau of 
Narcotics and Dangerous Drugs, the Department of Justice, the National 
Institute of Mental Health, and the Office of Economic Opportunity met to 
discuss this serious problem. An Interdisciplinary Panel of professionals 
was formed to review curricula developed by some systems. This panel 
viewed the situation as follows: 


The problem of drug abuse is not a new phenomenon. Man’s use and abuse 
of drugs dates back thousands of years. In recent years, however, the di- 
mensions of the problem have reached frightening proportions, raising the 
specter of societal suicide. Contributors to our current concerns have been 
the easy accessibility of a myriad of drugs, a tense, stressful social environ- 
ment, thrill seeking and escapism, among others. 

In addressing itself to so complex a problem the discipline of education 
must go beyond mere dispensing of information and make a stronger effort 
to effect student attitudinal and behavioral change. The more traditional 
teaching methods will be inadequate to do the task. This implies the need 
for broadscale teacher training and retraining in new approaches and tech- 
niques. Periodic reinforcement will be needed if the operational style of the 
classroom is to change. What is required is a long-range view that will aim 
at the preparation of health educators and other school personnel who can 
address themselves to this and other serious health problems. 

There must also be cooperation and involvement of all other segments of 
the community in a joint effort with the school if the mounting trend of 
drug abuse is to be reversed. The closeness of the effort needed is a condi- 
tion that both the school and the community organizations will find 
unfamiliar, but melding of community effort is essential if the common 
objectives are to be met. 

The tasks described above will require significant, longterm financial sup- 
port and commitment. They will also require wise, perceptive leadership 
from national and state levels.17 


Tt must be added that these tasks will require the leadership of the 
principal and staff to reinforce the efforts of other societal units, and where 
necessary, to jolt other units from their hope-it-will-go-away attitude 
toward this pesky problem that “other” people seem to have. It is not the 
place of the school to accept the sole responsibility for “educating” youth 
about drug abuse, either in the correction or prevention modes. It is more 


16 Nancy Farber, “Facts Alone Are Not Enough,” Learning: 1, No. 4 (February 


1973), p. 10. 
17 National Clearinghouse for Drug Abuse Information, Selected Drug Education 


Curricula. 
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appropriate that the school actively seek their part and clearly communicate 
this to other agencies and the public in general. 

The limit of the school’s responsibility must be more than merely the 
presentation of facts. The school must be an active partner with all those 
concerned with the young, particularly parents. The human-to-human 
interactions that mean so much in shaping and turning around attitudes 
must not be censuring and implying deserved punishment. Rather, these 
interactions should be ones of understanding and willingness to help based 


upon knowledge. 


Establishing Perspectives 

It is often painfully clear to the pupils, if not to the faculty, that those 
attempting to provide drug education are much less sophisticated about 
drug abuse than the pupils. It is true that to teach, or to guide learning, 
one must begin where the learner is. In this unusual circumstance the 
pupils are sometimes sharply divided between those who are quite knowl- 
edgeable about the illicit use of drugs and those who are quite naive, as 
naive as the teachers. Hence, it is extremely difficult to touch both without 
missing both, or without creating a fascinating world that must be enjoy- 
able to be shared with those more knowledgeable. Clarke '* suggests the 


following as steps toward relevancy in drug education: 


The natural but undesirable tendency to use one’s own set of acquired 
experiences as base reference for relevance in drug education must be 
brought to one’s conscious attention. , ; i 
2. Those who provide educational guides should give more direct assist- 
ance in locating the shifting areas of learner relevance and suggest alter- 
native methods and objectives accordingly. 
there is insufficient use of athletics for a context of relevance .... 
ait or course as “drug education” instead of “drug abuse 
e is easier to come by if the positive 


1. 


4... . design the ur c 
education”. Consistency in relevanci 


tone is fundamental. E l 
5 instead of trying to influence personal decisions for behavior . . . 


use the approach of “helping others” make decisions. 


Perhaps the most effective program against drug abuse is that program 
that enhances the self-concept of students and aids them to build a sound 
basis upon which to make decisions about their own behavior. Various 
programs are being built upon this concept." The school's staff needs to 
know the effects of drugs upon kids, but to tell if behavior for one student 
is abnormal, the staff person must know that student as a unique human 


18 Kenneth S. Clarke, “The Relevancy Perspective in Drug Education,” School Health 

siew, 3, No. 2 (March-April 1972), pp. 5-7. ; p 
eniti, 2e Noo E VaT Een in Farber’s article noted previously. See also “Another 
Revolution in Lexington?” by Glynn in the same issue of Learning. 
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being. Otherwise there is no known base line of behavior from which to 
note departures, much less to meet the needs prompting the behavior. 
An amazing number of youth have at least experimented with or are 
users of drug and or alcohol. Henriksen et al. reported Jones’s 1977 findings 
that substance usage increased from grades seven to twelve and alcohol 
was the substance used most.” One high-usage area reported that 44 per 
cent of the seventh-grade students were nonusers of drugs and/or alcohol 
and only 16 per cent of the twelfth graders were nonusers. Alcohol is a 
substance used most frequently, by school age youth, yet students generally 
do not recognize alcohol as a drug. Statistics from community agencies 
dealing with substance abuse clients show a remarkable parallel between 
the percentage of adult users and users under eighteen years of age. 
The U.S. Office of Education recognized that simply providing informa- 
tion to educators about how to recognize drugs and their symptoms was 
not enough to deal with the larger problems of substance abuse. As a result 
the U.S.O.E. Alcohol and Drug Abuse Education Program sponsored 
special teacher education programs to deal with the alienation, fears, and 
insecurities of youth that may cause or contribute to substance abuse. These 
programs focused upon reinforcing nonuse; discouraging experimentation; 
and preventing or intervening early in destructive use of all substances, ?! 


Developing Policies 


Every school system should have policies relating to the possession and 
use of drugs on school property. The beginning point for the principal is 
the legal basis for action and then the board of education’s specific policies 
that must be administered. 

There appear to be at least two starting points from which policies can 
be developed. The first of these is the viewpoint that a user is performing 
an illegal act that may bring harm to himself/herself or someone else and 
should be dealt with as any other person committing an illegal, antisocial 
act. Another view is that the user is reacting to some type(s) of stress and 
should be dealt with to treat the problem not the symptom. The latter 
viewpoint, coupled with judicious use of referrals to treatment-center 
personnel, tends to reduce the appeal to use alcohol or other drugs as an 
act of rebellion against authority. To reduce this type of reaction to 
authority appears to stimulate less the counterculture phenomenon. 

Several sets of guidelines are available. One such set has been compiled 
by educators from eighteen school systems in Connecticut and printed by 


20 L. W. Henriksen, Terry K. Schurr, and Frank J. Sparzo, “Student Drug Usage in 
Eleven East Central Indiana Secondary Schools” (Ball State University, mimeographed, 
1978), p. 4. 

21 James Spillane and Ruth Levenson, eds. Humanizing Preservice Teacher Education: 
Strategies for Alcohol and Drug Abuse Prevention, ERIC Clearinghouse on Teacher 
Education, Washington, D.C., December, 1977, p: 3. 
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the Connecticut Mutual Life Insurance Company.”* Topics covered include 
the following: 


1. Possession: In each school the principal should be designated by the 
Board of Education as personally responsible for holding contraband 
materials and for delivering them to the proper public authorities. A 
receipt should be furnished the owner, if known, and one requested 
from the officer who takes possession. 

2. Search for contraband materials: The rules of a board of education 
might well stipulate that . . . the maintenance of discipline in the 
school, an authorized school administrator may have permission to 
search a student’s locker or desk (but not his/her car) under three 
conditions: 

a. The probable presence of contraband materials poses a serious threat 
to the maintenance of discipline and order in the school. 

b. There is reason to believe one or more students have contraband 

materials in desks or lockers. 

The students have been informed in advance, that, under school 

board regulations, desk and lockers may be inspected if the adminis- 

tration has reason to suspect that materials injurious to the best interest 
of the school are kept on school property. 

3. Property use: The board of education should provide well-developed 
and detailed regulations for the use of school property and be prepared 
to prosecute offenders. The rules should be designed to control the use 
of parking spaces on the school property. 

4. School personnel responsibilities: School personnel, except those author- 
ized to act for the board of education, should be forbidden by regulation 
to act in a law enforcement capacity. When a criminal act is suspected 
by such personnel, they should notify the school administrator who may, 
at the proper time, call the police. ; : , 

. Rights of questioned students: The school is responsible for protecting 
each student under its control. School authorities should establish effective 
working relations with the police department, the resident state police, 
and other law enforcement officials. According to rules of the Connecticut 
State Board of Education, questioning of a student or teacher in the 
school or on school premises will be done only in the presence of a 
designated school official. Every effort will be made to include the 
parent or guardian of a child in any hearing that carries an implication 
of the possible allegation of guilt or the furnishing of information leading 


a l School Systems, printed b 
22 licies and Procedures for Local Sci j y 
Co nmap T P Co., 1971, under the KARES of the Greater Hart- 
‘ ‘pe icu A u AEE The Capitol Region Education Council, and the Capitol 
Reri ye Information Center. Many other companies provide similar material. State 
desist de ERIOED are always a beginning point for obtaining guides for policies 
and procedures. 


304 SPECIAL PROBLEMS AND ISSUES 


to an indictment. The pupil’s right to remain silent or to speak through 
an attorney or parent may not be abridged. The designated official of 
the school will maintain an informal record of the interview showing 
the time, place, persons, and summary of discussion and findings. In 
case of emergency or of clear and present danger, the schools will 
cooperate with the police. 


Emergency Procedures 


The recommended policies we cited here continue to concisely suggest 
procedures in the event of emergencies, 

School boards should cause suggested procedures to be developed cover- 
ing both physical and disruptive emergencies. Such procedures or regula- 
tions should be officially approved and all personnel concerned notified to 
include parents, students, teachers, administrators, and the community, 


1. Physical emergencies: 

During any of the following situations: 

a. If the student has been rendered unconscious. y 

b. If a student verbally or by his/her actions threatens harm to him- 
or herself or others. 

c. If a student exhibits abnormal coordination so as to injure him- or 
herself or others Physically. 

2. Suggested procedures for school staff: 

The roles of school personnel should include the following: 

a. All personnel—The student at no time should be left unattended. 
If there is suspicion of the use of controlled or narcotic drugs, be 
prepared to advise, if warranted by the specific circumstances of 
the emergency, the school principal or medical authorities. No state- 
ment of any type should be released by staff members to the news 
media. 

b. Teacher—Immediately involve the school nurse, giving her all perti- 
nent information. Be prepared to discuss facts and impressions, 
carefully distinguishing between the two, assuming an inquiry will 
be held at a later time. Keep a written record of the incident. 

c. School nurse—Take appropriate steps to notify the student’s parents 
or refer to the building administrator who should do so. If a critical 
health situation is involved, consult the family physician and/or 
school physician. Attempt to determine whether drug use is an 
isolated instance or part of a pattern. If controlled or narcotic drugs 
are involved, be prepared to advise the appropriate school official 
with pertinent facts if circumstances so indicate. Keep appropriate 
records. 

d. School physician—Treat for any medical emergency, Attempt to 
determine whether drug use is an isolated instance or part of a 
pattern, whether the matter is a behavior or health problem. Report 
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circumstances to appropriate school officials. If controlled or nar- 
cotic drugs are involved, follow the reporting procedures required 
by statute. 

e. School principal—In an emergency be sure parents are immediately 
notified of circumstance. The superintendent of schools or desig- 
nated officer should be alerted and kept fully informed. Arrange for 
whatever conferences may be needed. Maintain necessary records. 

3. Disruptive emergency: 

Occasionally a student may disrupt a school function or activity by an 

acutely abnormal or bizarre personality display. While no uniform set 

of procedures can be applied to all situations, the following observations 
should be kept in mind: 

a. It should be remembered that such behavior may be emotionally, 

organically, or chemically induced and that immediate differentiation 


may be impossible. 
b. Immediate assessment of real danger to the student, other students, 


staff, and property must be made. 

If time permits, consultation and/or assistance from pupil personnel 

services or other personnel who may already know the individual 

student or have specialized skills in this area may avoid unpleasant 

and unnecessary complications. 

d. If the crisis persists and no reason can be determined for the obvious 
and sudden personality change, the parent and/or doctor should be 

called immediately. 

In most instances a referral to pupil services will be indicated to 


determine the most appropriate long-range plan for the child. 
f. Punitive disciplinary measures are usually contraindicated in these 


situations. 

The principal must prepare to take leadership in the event of emergencies, 
and should see that all the staff knows the basic policies of the school 
regarding the use and abuse of drugs. Furthermore, the staff should be 
knowledgeable about some of the perceived pressures and values that create 
a climate for experimentation with drugs. The staff will need to know not 
to “hassle,” touch, or threaten the student if he/she appears to be influ- 
enced by drugs. 

Dealing with drug abuse is a human-to-human process where quality 
of interaction, not quantity, is essential. Moralizing is not effective. Meet- 


ing human needs is effective. 
Schoolgirl Pregnancy (Sex and Sex Education ) 
Digging beneath the surface of schoolgirl pregnancy one quickly discovers 


that pregnancy is really a noticeable adverse consequence of a much 
broader social problem. The problem arises because society generally has 
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accepted the idea of greater sexual freedom for consenting adults. Yet for 
elementary, middle school, and high school youth there is no generally 
accepted way of helping teenagers deal realistically with their growing 
sexuality. Thus, boys and girls are left to face adult feelings without 
adequate knowledge, maturity, or experience to place them in perspective 
or to understand consequences of experimentation. There has been general 
failure to appreciate the problems of developing adolescents within our 
contemporary society. Our society has a broad range of moral codes, most 
of which seem to conflict. It provides us with book, magazine, television, 
and movie heroes and heroines who inspire free sexual behavior. Inevitably 
this conveys mixed, confused, and inaccurate messages to the young about 
what they should or should not do. 

The statistics and prediction presents in cold figures the extent of a 
highly emotional and troubled situation that has moral, psychological, 
physical, and economical overtones. There are eleven million teenagers in the 
United States who are sexually active. Sixty per cent of all teenagers have 
sex before they finish high school. More than 1 million girls between 
fifteen to nineteen years of age become pregnant each year. Thirty 
thousand girls under the age of fifteen become pregnant and pregnancy 
in this group is increasing. Eight out of ten who become pregnant before 
the age of seventeen never finish high school.2* Between 1979 and 1976 
one out of four newly wed women twenty-four years of age or under either 
had a child before marriage or was pregnant when she arrived at the altar. 
There are racial differences in this fertility statistic: About 6.6 per cent 
of white women between the ages of fourteen to twenty-four had a child 
before marriage compared with 37.7 per cent of black women in the same 
age group.** 

The increase in teenage sexual activity has prompted a number of 
predictions that also foretell growing problems for the school. Princeton 
University’s family planning expert Christopher Tietze predicts that if 
teenage sexual behavior doesn’t change by 1984 approximately 40 per cent 
of today’s fourteen-year-olds will have been pregnant at least once. In 
addition to the 21 per cent who will have given birth, 15 per cent will have 
had a legal abortion and 6 per cent a miscarriage or stillbirth. 

Pregnancy is not the only physical consequence. It was reported in 1978 
that there were three million new cases of venereal disease. Most of these 
cases were contracted by youth under age twenty-four with the highest 
rate of increase in children between eleven to fifteen years of age.” 


23 National School Public Relations Association, Education U.S.A. (Washington: The 
Association, July 3, 1978), p. 331. 

24 Special Census Bureau Report on “Fertility of American Women,” 1978. 

25 Planned Parenthood Federation of America, Family Planning Perspectives: (Teenage 
Pregnancy) (New York: Alan Guttmacher Institute, 1978), pp. 1-51. 

26 Sol Gordon, “But Where is Sex Education?” Education Digest, Feb., 1978, pp. 


50-53. 
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Because we are talking about school age youth, the schools are deeply 
involved with the problem and they should be. The often crippling health, 
psychic, economic, and educational consequences do not need documenta- 
tion here. Yet, what does need documentation is the naive way the schools 
have in so many instances attempted to solve the problem. They have said 
that they will offer sex education courses and that will solve the problem. 
In the first place, just sex education courses have not solved the problem 
and in addition what has insued in so many instances is community reaction 
that has created bitter conflict rather than a joining of forces in a com- 
munity to focus on the problem in a united, flexible way. Sex is an educa- 
tional issue, Yes! It is also a moral, religious, family, medical, social, and 
personal issue. It is impossible to reach concensus on sex issues in our 
pluralistic changing society. We are in error to expect to find one set of 
acceptible sex behaviors for all adolescents at all times and to then instill 
these behavior patterns through sitting in a class listening to a lecture. 

Like drugs, crime, poverty, and discrimination, this is a broad social 
issue and it must be dealt with on a broad social base. Educators, no 
matter how good their intentions, should not assume they can solve this 
problem on their own. They cannot! The problem is so visible to them, 
however, that they should take the initiative in helping all segments of 
their community to realize the extent of the problem and then propose 
working hand in hand in attempting to find proper resolution of the 
problem, The question is, What do we seek to resolve? Do we want to 
simply eliminate unwanted pregnancy by providing contraceptive know- 
ledge and accessibility? Do we seek to eliminate venereal disease by provid- 
ing treatment or methods of prevention? Do we wish we could eliminate 
all problems by preaching and teaching nonmarital sexual continence? 
Should we look for underlying causes and help young people deal with 
their sexuality in broader, responsible terms? A logical response may be, 
“All of the above, and more!” Whatever the response, all responsible people 
and agencies in the community must join forces to face the problem: the 
churches, the family, social agencies, and the school. 

The school should take an extra-special look at its curriculum to see 
that sex, reproduction, and sexuality are placed in normal context with 
disciplines being taught. Special workshops should be established to help 
teachers become more aware and competent in this regard. A special task 
force should be established to recommend specific action for the school. 
But above and beyond this is a broad social issue that must be dealt with 


cooperatively by all segments of the community. 


Dealing with Pregnancy in the School 


A broad-based approach may be appropriate for dealing with the general 
problem created by increased sexual activity but when a teenage schoolgirl 


becomes obviously pregnant the principal must take a specific stance. A 
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simplistic solution has been to treat pregnancy as a moral issue, and dispose 
of it by isolating the pregnant girl from the rest of the student body as 
soon as pregnancy is discovered, either by rumor or physical evidence. In 
many cases the isolation takes place by denying her privileges accorded 
other students. Others suspend the pregnant girl or force her by social and 
official pressure to withdraw from school as quietly and unobtrusively as 
possible. 

The day of considering school age pregnancy and marriage as an evil 
of which we shall not see, speak, or hear is over—even though a large 
number of school districts still have policies that are archaic and puritanical. 
First, from a legal point of view, the courts have been looking with great 
disfavor on the pressure and disfranchisement policies that have been 
imposed on these students. Secondly, our society is becoming more open 
in viewpoint about all types of social issues. In the past, sex was something 
one just did not talk about in mixed company and out-of-wedlock pregnancy 
was the result of a sin to be hidden and hopefully forgotten. Today the 
subject can be discussed openly and with candor. Women are becoming 
aware that they should accept leadership responsibility in forcing school 
districts to develop more humane and reasonable school policies on this 
issue. 

The review, reassessment, and revision of policies and practices regarding 
the pregnant schoolgirl fortunately is becoming a national movement spear- 
headed by the Department of Health, Education and Welfare’s Inter-Agency 
Task Force on Comprehensive Programs for School-age Parents. The new 
emphases appear to be these: (1) involvement of a broad segment of the 
community in relation to the problem, (2) provision of continuation of 
education for all expectant students,” (3) establishing flexible, individual 
programs geared to individual needs, and (4) cooperation with health and 
social agencies to provide comprehensive services that meet the pregnant 
girl’s education, health and social risks. 

The following are some principles that can provide the principal firm 
ground on which to deal with this issue: 


1. Every girl in the United States has a right to and a need for education 
that will help her prepare herself for a career, for family life and for 
citizenship. To be married or pregnant is not sufficient cause to deprive 
her of an education and an opportunity to become a contributing member 


of society.” 


27 For additional information regarding the effect of an “interim education” pro- 
vision for pregnant girls see R. A. Mayer, The Postpartum Pupil: Her Educational 
History, Special Concerns and Relationships with a Secondary School Program, Un- 
published doctoral dissertation, University of Connecticut, 1972. 3 

28 Policy statement issued by U.S. Commissioner of Education Sidney P. Marland 
when creating an Inter-Agency Task Force on Comprehensive Program for School-Age 
Parents, January 1972. 
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2. The public school should not attempt on its own to establish a policy 
on a social issue that divides the larger society. The school must take 
responsibility to alert and educate the community regarding the preg- 
nancy problem and involve them as completely as possible in the policy 
decision. However, community pressure should not be an excuse for 
denying constitutional rights to a student. 

3. The public school should be considered an agency that develops policies, 
programs, and attitudes that open futures, not close them. The fact that 
students are different from the norm, or something happens to them that 
is unusual, is no reason to exclude them but all the more reason to give 
them some special help and attention. 

4. The school should not attempt to provide all services to the pregnant 
student. The education function and the needs of students are so complex 
that they must be accomplished through a number of institutions, 
agencies, and activities. Strong cooperation and coordinated working 
relationships with other education and social agencies is essential in 
the solution of most problems in the school. 


For Further Thought 


Vandalism and Violence 

1. Can we justify having police constantly on patrol in our schools? Discuss. 

2. A well-known educator recently stated, “School crime should be handled 
by the police; school discipline by the school.” Is this too simplistic a 
concept? What do we do about the gray areas in between? 


3. What does the school principal do when headlines come out in the 
paper, TEST SCORES GOING DOWN WHILE VIOLENCE AND 


VANDALISM IS GOING UP! oo 
4. Develop a master plan to eliminate the possibility of violence or van- 


dalism in your school. 


Schoolgirl Pregnancy (Sex and Sex Education) 


1. What effect do unwed pregnant students have on the school and other 
students? Does it encourage promiscuity? Does it reflect on the quality 


of the school? , 
Is sexual activity of students outside the school really any of the school’s 


bo 


business? i PO 
3. What do students think of having pregnant students in their midst? 


l Should it be discussed with them? What do parents think? Should the 


problem be discussed openly with them ? a 
What is the effect on the pregnant student of isolating her? Suspending 


her? Establishing a special program for her? Allowing her to remain in 


school with all rights? 
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How strongly does your community feel on this issue? Will each com- 
munity feel the same? Can this be a topic for community discussion 
without creating undesirable controversy and conflict? Should the prin- 
cipal base a plan of action based on the nature of the community? 

6. What should be done about the young putative father? 

T. Is it unreasonable and unfair to expect the school to serve as an arbitrator 
among contending value systems? 


Chapter 16 School-Centered Problems 


The problems discussed in this chapter are identified as essentially school- 
centered problems. We agree society helps create them and, therefore, 
should be asked to participate appropriately in their solution; nevertheless, 
the school must take the initiative and responsibility in seeking their solu- 
tion whether or not the school is able to obtain help from the general 
community. This chapter focuses on school discipline, collective bargaining, 
sexism and the testing and back-to-the-basics controversy. 


School Discipline 


For more than a decade discipline has ranked as one of the most serious 
problems facing our public schools, according to the annual Gallup Polls 
of Public Attitudes Toward Education. Discipline has been frequently 
listed by teachers as one of their major problems and their reason for leav- 
ing the profession. Discipline is the major concern of the beginning teacher 
and is most frequently cited by administrators for lack of success of a 
teacher. Yet, most books on school administration avoid the topic. We 
believe it an important part of the principal’s leadership function and an 
issue that must be very carefully considered by the school administrator. 

Most people agree school discipline is a problem. Issues emerge, how- 
ever, when one asks certain questions: What is it? Need it be punitive and 
authoritarian? How do you get it? Is it something an administrator and 
teacher gets by hiring tough taskmasters? Does one obtain it by demanding 
obedience and order? Can a school have “good discipline” without the 
concerted efforts of all segments of the school community? Can an admin- 
istrator operate the school as a model of democratic society and still have 


good discipline? * 


1One could get into a rather involved academic discussion over the relationship of 
discipline, violence, and vandalism. Certainly there is a relationship. We are treating 
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These are questions that will get as many different answers as the people 
who are asked. A few years ago the author conducted a series of citizen- 
ship workshops throughout the state of Michigan discussing tke topic of 
school discipline. Two words that always emerged in early discussions 
were “order” and “respect.” Few would disagree with these two words as 
key ingredients in making discipline but many did disagree on how they 
were to be attained, Viewpoints ran the gamut from strict authoritarianism 
to democracy to an almost anarchistic viewpoint that self-discipline devel- 
oped from within by some type of osmotic contact with society. However, 
the great majority agreed that “order” and “respect” were imperatives for 
any school system in order for positive learning to take place. If it could 
not be attained through democratic teaching—learning processes as last 
resort it must be attained by authoritarian means. 

In the 1978-79 academic year two advanced doctoral seminars at the 
University of Connecticut were given the responsibility of reviewing the 
research and developing a simple guide for the establishment of “good 
discipline” in a school. Their review revealed that the Processes that create 


“good discipline” are generally the same Processes important in “good 
teaching,” They are as follows: 


L Clear objectives, A general comprehension of the purpose of a school 


and clear objectives for each class (vagueness predicts vague learning 
and unsettled behavior), 


2. An understanding of desirable behavior. Desir. 
taught and learned. One cannot assu 
desirable behavior (there is a great variety in value systems). 

3. Involvement. Students should be actively involved in any learning process, 
including discipline (participation and sharing create personalization, 
understanding, and caring). 

4. Personal interest in students. The school staff should be receptive to 


students’ ideas and encourage their interaction with teachers and admin- 
istrators (let them know someone cares), 


5. Modeling. Teachers and administrators sh 
well-ordered, sensitive, self-disciplined persons (modeling appears to be 
one of the best teaching-learning processes), 

6. Smooth operation. Activities should flow 
illustrating careful planning and “with-itness” (disorganization causes 
frustration and confusion leading to discipline problems), 

7. Challenge arousal. Activities should be planned to stimulate interest, to 
challenge, to encourage positive, productive thinking, 

8. Overlapping relationships, Efforts should be made to help students see 


able behavior must be 
me everyone knows and recognizes 


in a smooth logical sequence 


these as Separate issues because while vandalism and school crime 
lems they are abnormal and of such an extreme nature that they 
punishable through the regular laws of our society. The matter the: 


In-school discipline is an everyday affair for every teacher and ey, 
integral part of the teaching—learning Process. 


are discipline prob- 
can and should be 
n is one of degree, 
ery school. It is an 


SCHOOL-CENTERED PROBLEMS 313 


the school as a whole and how the various parts (classes and activities) 
make up the whole in a clear meaningful way. 

9. Accountability. Students should understand they are accountable for 
their own behavior; there are rewards for positive behavior and well- 
understood penalties for undesirable behavior. 


These graduate researchers also agreed that reasonable order must prevail 
in a school for meaningful learning to take place. However, they cautioned 
that a strict authoritarian process should only take place when emergency 
measures were needed. They were unanimous in their belief, based upon 
their review of research, that good discipline is first attained through a 
teaching-learning process that encouraged active participation and involve- 
ment of students as well as the entire school staff.* 


Meaning of Discipline 
There is strong evidence that discipline has become a major school problem 
and public issue because schools generally deal with it in a piecemeal 
punitive fashion and consider it essentially an authoritarian process requir- 
ing “hands on control.” The authors contend discipline should be consid- 
ered the most meaningful learning experience in the school. In the broadest 
sense it involves learning to adjust and cope successfully with society. 
Relating with other people of various ages, intelligence, and background, 
it becomes the process through which a person discovers not only his/her 
rights and those of associates but also responsibilities for the proper func- 
tioning of the entire group. Through this process respect for the human 
being is achieved regardless of race, color, sex, creed, intelligence, or age 
and valuable insights are acquired into the relationship of people and the 
consequences of positive and negative behavior. Discipline viewed in this 
sense is the process of helping students to learn to live and work together 
productively and happily. As such it becomes as important to the teaching- 
learning process as anything in the school curriculum. It becomes an 
imperative of learning, one so universal it must be planned as a part of 
every activity of the school, day or night, in school or out. It warrants the 
constant cooperative consideration of all school personnel, especially the 
teachers who are the key agents of the learning process. Discipline is one 
of the disciplines. It must be learned by every student and made a basic 
objective of every teacher and one of the broad objectives of the school. 
When this is done it will no longer be a major problem of our schools. 
The authors of Effective Classroom Management make an interesting 
comment about classroom management that expresses our viewpoint about 
discipline in relation to total school management. 


2See: National Association of Secondary School Principals NASSP Bulletin ( Febru- 
ary 1979), Vol. 63, No. 424. A large portion of this publication is devoted to discipline. 
3 Carl J. Wallen and LaDonna L. Wallen, Effective Classroom Management (Boston: 


Allyn and Bacon, Inc., 1978), p. 5. 
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The fundamental reason teachers have problems with classroom management 
is that they ignore the psychological dynamics of the learning process, 
Ignoring these dynamics often causes conflicts in the classroom and the 


be done without taking into account the whole person. The intellectual func- 
tion is influenced by the student’s personal traits and emotional responses. 
The importance of dealing with the whole student is not just a philosophical 
point of view with which the teacher has an option of agreeing or disagree- 
ing, but rather, is a critical factor in the entire educational process. 


The school is a real community—a social system, no matter who runs 
it or how it operates. Students are placed in this community to live an 
important portion of their lives. It is possible, when the professional edu- 
cator places the entire emphasis on the cognitive process of learning subject 
matter, students may learn that subject but at the same time and the same 
place learn disruptive and irresponsible behavior from their peers. It is 
better to realize that in the school learning takes place in every activity 
and responsible behavior is an important part of that learning process, 
Thus, each teacher, no matter what he or she teaches must be considered 
a member of a professional educational team that has accepted collective 
leadership for developing and maintaining a positive conducive learning 
climate for all activities of the school, in class 
concept, they would work together as a group to plan activities of both 
an experiential and cognitive nature that would encourage responsible 
individual and group behavior, Further, they would plan ways to involve 
students in the Process as an Operating part of society and parents and 
citizens as resources and participants. 

The editor of the NASSP Bulletin made the fo 


lowing editorial comment 
to conclude one of the issues devoted to school 


discipline. 
Those who were in schools as te 
years ago will easily recall that everyone assumed responsibility for keeping 
the school in order. If we saw trouble we made Our presence known—and 
it did wonders. We were in the corridors, we were in cafeterias, we were 
all over, Yes, we still had problems of misbehavior, but no where near the 
Proportion we seem to have today. 

What has happened? Many things. So many in fact that we must not be 
naive and blame any single factor. One thing that did happen was the 
advent of teacher negotiations. When teachers started negotiating contracts 
for the first time in the early and mid 1960s, the 


i » they claimed to be educators, 
not policemen, and withdrew from making thei 


r presence known, And it 
didn’t take students long to reco 
What the teachers claimed is right—the 


avoid was patrol assignment, and 
responsibility for law and orde: 
The point is that no one associated with the we 


4 Thomas F. Koener, “Discipline: A Mutual Endeavor,” 
1976), p. 124. 
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this responsibility. Discipline is a required condition for educating and teach- 
ing and learning. This means that students (and their parents), teachers, 
and administrators—the human components of every school—must share in 
ensuring that discipline pervades the entire school environment. 


Model schools have made much of the idea that when students feel good 
about themselves, they feel good about each other. Thus, they have at- 
tempted to develop “school climate” and “tone” to enhance discipline in 
the school. Their experience is that involvement of the total staff is 
required to create the positive school climate. It is created through personal- 
ized contacts with students, contacts that exemplify courtesy, friendliness, 
respect, and humanness to show both a model of behavior and a genuine 


concern for the individual. 


Accountability and Punishment 

Every person has to be accountable for his/her actions or lack of action. 
Life in its subtle way begins to make this clear at a relatively early age. 
Many persons will go to great extremes to avoid accountability but if the 
rules are clear and reasonable and if when broken the penalty is just and 
fairly administered, the punishment is accepted in good faith. Weighing the 
consequences of unacceptable behavior against the rewards of acceptable 
behavior, each person makes a conscious decision as to a course of action. 
Each social group, including the school, must determine the behavior 
necessary for the successful operation of that group. The more numbers 
of the group involved in determining what the proper behavior is and the 
penalty for unacceptable behavior the more goodwill there will be in 
following the rules and accepting the consequences if they break them, for 
everyone will recognize the rules are for the good of the group and there- 
fore for the good of the individual. In other words, “We have rules and 
penalties because we care about the group and therefore we care about 
the individual.” However, once the feeling prevails that rules are punitive 
and not group centered and their enforcement implies the school does not 
care for the individual then battle lines are drawn. It becomes students 
against the teachers and administrators. Under this system the more one 
can get away with unacceptable behavior and the more tolerant one can 
become of the punishment, the greater the hero he/she can become with 
his/her immediate peers. 

One of the modes of punishment that appears to create special and often 
irrevocable alienation is suspension from school. This implies rejection and 
“not caring”; therefore, the common reaction from the student is to fight 
back and in turn to reject the school. Many incidents of vandalism and 
violence are performed by students who have been suspended in the past 
or were under suspension at the time of the incident. The relationship is 
so noticeable that the Senate Subcommittee to Investigate Juvenile Delin- 


quency stated: 
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Too often suspensions (in the case of non-dangerous behavior) resulted in 
an increase of a school’s disciplinary problems rather than a decrease.” 


The courts have also taken a careful look at suspension as a method of 
punishment. The number of court cases are multiplying where suspension 
has been challenged as being contrary to the purposes of the school, un- 
reasonable, or violating the constitutional rights of the student. In the 
only exclusion case to be decided by the U.S. Supreme Court the Court 
ruled that suspension is a “serious event.” The student to be suspended 
should be given the complete constitutional protection of the “Due Process 
Clause” and that suspension may not be imposed “by any procedure the 
school chooses.” è 

Suspension is a negative approach. First, it is an overt act of rejection 
encouraging retaliation. Second, when the student misbehaves because of 
difficulty with schoolwork (which is often the case) upon suspension 
he/she gets even further behind and often finds it impossible to catch up. 

A more positive approach may be some type of in-school restriction 
where certain privileges are withdrawn and the individual is isolated from 
the regular group as punishment. At the same time he/she can be given 
special individual or group counseling to help improve behavior and pro- 
vided help to keep up and even improve schoolwork during the isolation 
period. 

Many counselors reject problem students because they wish to avoid 
the impression of counseling being part of punishment to improve discipline. 
True, counselors should not be the disciplinarians of the school. However, 
the counselor is avoiding a most important responsibility if he or she does 
not help the problem student become more disciplined in behavior through 
proper counseling processes. 


Strategies for Improving Discipline 

The following is a condensed listing of activities that many model schools 
have established to improve the orderly functioning of their school. This 
listing is not intended to be a set of instructions delineating the steps 
necessary to eliminate discipline problems. Each school and community 
is unique in that they have their own particular set of conditions that 
should prompt them to develop their own strategies. However, here are 
some good ideas that could be adopted or adapted by the administrator 
within his/her own school system. 


1. The school gets together as a community on frequent and regular 
intervals both in large and small groups to discuss and review the 
operation of the school as a community of students, teachers, and ad- 
ministrators. 

2. A constitution and a bill of rights have been developed and approved 


5 The Senate Subcommittee to Investigate Juvenile Delinquency, op. cit., p. 94. 
® Gross v. Lopez, 419 U.S. 565, 576 (1975). 


10. 


IL 


12. 


13. 


14. 
15. 
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for its schools by the board of education that establish a basic legal 
framework for its operation. 


. There is a clearly written code of rights and responsibilities for the 


specific school that is available to all students and parents that is 
frequently confirmed and updated. 


. There are uniform and clear procedures for enforcing the school code 


with reasonable penalties established for undesirable behavior. 
Students, parents, teachers, and administrators have worked together 
to draw up the code and keep it up to date with processes established 


for continual input. 


. A climate assessment instrument is used frequently to determine the 


general morale of the school and to determine where special effort 
needs to be made to realize improvement. 

The principal and assistants are visible and available throughout the 
school, actively involved in classroom observation, frequently walking 
in and out of class and extracurricular activities. They are friendly, 
open, and supportive with both students and teachers. 

Special efforts are made to increase the involvement of students in the 
ongoing activities of the school. 

Special positive-type reinforcement programs are developed to enhance 
school spirit, school pride and loyalty, the feeling of belonging, to 
reinforce positive attitudes, and boost the esprit de corps. 

A special effort has been made to solicit help from parents in creating 
responsible behavior in the school and to communicate with them 
relative to efforts of the school to improve behavior. 

Teachers work with the principal as a unified professional team to 
moniter and enforce the school code, at the same time involving students 
in appropriate and meaningful ways. 

The faculty accepts responsibility, along with the principal, for disci- 
pline and order in the entire school enterprise. As teachers they make 
their presence known as models, and as friendly mentors but, beyond 
that, as persons of authority and responsibility who are seriously con- 
cerned that the business of ‘the school goes on in orderly fashion. 
Workshops, seminars, and professional inservice efforts have been 
established for teachers and administrators so that they keep up to 
date on discipline as a basic part of student learning and the humanizing 
aspect of the school. 

Punishment, when necessary, is handled uniformly, fairly, and quickly. 
Out-of-school suspension is used as a means of discipline only when 
the student is determined dangerous and incorrigible. In place of the 
usual suspension a more positive form of punishment is used, such as 
in-school restriction where the student is isolated and loses privileges 
but at the same time is given special individual or group counseling 
to improve behavior and given help to keep up and even improve 
schoolwork during isolation. 
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16. Teacher aides are provided in larger schools to serve as building 
monitors during the school day (at least one male and one female). 
These aides should be given special inservice training. They may be 
assigned to the principal's office but should work closely with the 
teachers and act as teaching guides and mentors rather than as a 
police patrol. 

17. Central administration and the board of education are supportive of 
school discipline effort and provide the necessary resources to make 
it effectively operational. 

18. The school building and grounds have been studied so that problem 
areas are identified; the school’s class, recess, and activity schedules 
have been planned so that frustrating situations that spawn discipline 
problems such as crowding and pushing are eliminated. 

19. Custodians are involved with students and teachers as part of a school 
committee responsible for encouraging and maintaining an environ- 
ment that elicits pride. In addition, they are provided time and 
resources so that repairs are made swiftly and graffiti erased im- 
mediately. 

20. Local police are frequently involved in working positively with stu- 
dents in seminars and assembly sessions on drug abuse, crime preven- 
tion, vandalism, and other appropriate topics. 

21. Committees of students, teachers, and parents are established singly 
and collectively to present suggestions to the principal on such topics 
as school safety, student rights, schedules, and buildings. 


For specific theories relative to handling discipline problems in the 
school, the following will be helpful: 


Glasser, William, Approach to Discipline, Educator Training Center, 2140 
W. Olympic, Los Angeles, Calif., 1979. 

Howard, Eugene R., School Discipline Desk Book. West Nyack, N.Y.: 
Parker Publishing Co., 1978. 

Tanner, Laurel, Classroom Discipline to Effective Teaching and Learning. 
New York: Holt, Rinehart and Winston, 1978. 

Volkman, Christina S., The Last Straw. Palo Alto, Calif.: R&E Research 
Associates, 1978. 

Wallen, Carl J. and Wallen, LaDonna L., Effective Classroom Manage- 
ment. Boston: Allyn and Bacon, 1978. 


Collective Bargaining * 
A powerful movement was signaled in 1946 as the first teacher strike in 
the United States occurred in Norwalk, Connecticut. But the “big bang” 


7 The authors are indebted to Gerard Rowe, Associate Professor of Educational Ad- 
ministration at the University of Connecticut who wrote much of this section. Dr. Rowe 
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took place in 1961 when New York City teachers won collective bargaining 
rights. Since that time, collective bargaining for teachers has spread 
throughout the United States. This section will not attempt to incapsulate 
the wealth of information regarding teacher unionism, but will review 
some of the effects it has had on the principal. 

In 1976, a number of elementary principals were interviewed in an at- 
tempt to understand what principals perceived to be their functions and 
how they felt about their work.’ One preconceived idea was found lacking: 
Instead of seeing unionism as impacting upon their work, most principals 
failed to mention teachers unions when asked, “What forces outside of this 
office have the greatest impact upon your work?” It was only through elicit- 
ing a response that principals responded at all. It could be concluded 
that the principal vis à vis collective bargaining was as a frog, in a pot of 
cool water, having the temperature raised ever so slightly to its ultimate 
boiling point for the most part, unaware of what the incremental changes 
are doing to his or her work. 

But this appears to be changing. In 1978, twenty-eight University of 
Connecticut graduate students went out to collect ethnographic slices of 
the professional lives of elementary, junior or middle school, and high 
school principals. In addition to following these principals from the 
moment they came to school until they left at the end of the day, these 
researchers went armed with the same questions used by the writer in 
his earlier work. And this time there was a difference. No longer did most 
principals (as frog?) need to be prodded for a response. Now they were 
showing heightened awareness to the impact of collective bargaining. 

What has been happening? For one thing, principals have increasingly 
been pushed out (or they have opted out) of teacher bargaining units. 
The American Federation of Teachers had never welcomed administrators. 
The National Education Association once had its “departments” for princi- 
pals but the close liaison of principals with the NEA was gradually broken 
with the formation and growing strength of the National Association of 
Elementary School Principals and National Association of Secondary School 
Principals. Accompanying these changes was a concomitant state-by-state 
movement for principals either alone or in concert with other administrators 
(but not including superintendents) to create their own unions. And this 
setting apart has stranded the principal, who is no longer the “principal 
teacher,” but in many cases neither is the principal considered part of 
top management. For proof of this, we need only to look at teacher agree- 


has been active as a neutral arbitrator since 1969 and also was a school board member 


for six years. ae nt 
8 This research was done by Dr. Rowe as a Visiting Fellow at the Institution for 


Social and Policy Studies at Yale University, and reported, in part, at the National 
Convention of National Association of Elementary School Principals at Las Vegas in 


1977. 
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ments or contracts to see that authority that was once the prerogative of 
principals is often now found in tightly written documents agreed upon by 
teachers with the board of education. Principals are often not being con- 
sulted about the impact these agreements have upon the operations of 
the school. 

The National School Boards Association, in a major study on principals’ 
attitudes, was greatly concerned over the rebellious attitude of principals 
against the top management of their districts. The general feeling among 
principals was that “they've let us alone and unsupported while they've 
signed away everything to the teachers.” According to the results of the 
study, 86 per cent of the responding principals were in favor of state laws 
that would guarantee their right to bargain directly with school boards 
and would force boards to bargain in good faith with principals.” 

A look at selected articles from a prototypic agreement illustrates the 
range of matters negotiated by the teachers and board in a suburban com- 
munity: among them, Grievance Procedures; Regulations on Faculty Meet- 
ings; Teachers’ Salary Schedule; Additional Salary for Special Assignments; 
Personal and Professional Absences; School Work Year and School Day; 
Class Size and Pupil-Teacher Ratio; Teacher Facilities. Many of these, of 
course, drastically limit the amount of discretion left to the principal. 


The Changing Role of the Principal 


Most principals are hired from within the system where they had been 
teaching; this has been especially true of, although not limited to, the 
big cities. These “home grown” principals will need to work especially hard 
at adapting to the effects of collective bargaining or they may wind up as 
frustrated persons with lessened effectiveness. For example, take the time- 
honored forum, the faculty meeting. Often, before unionism, the principal 
could call nonscheduled meetings in order to discuss an emergency situation 
in the school, and the teachers were expected to participate. Today in 
many cases this is no longer possible. The specifics of faculty meetings have 
been negotiated in most contracts. Many spell out quite specifically how 
many, how long, and how much notice must be given for faculty meetings. 
For example, from a big-city contract: 


Faculty meetings shall be limited to a maximum of two per month and shall 
normally be completed in 45 minutes, but shall not exceed one hour. The 
faculty meetings shall begin ten minutes after dismissal of the last class of 
the day . . . Inservice meetings involving the same teachers shall be limited 
to one (1) per month except that during those months where there are five 
(5) Mondays or Tuesdays, two (2) Inservice meetings may be held. 


As can be seen, very explicit rule-setting by teachers and boards are 
legitimized in the contract and now principals must conform with no 


9 Mildred Bentsen Galloway, “The Principalship: Death by Ambiguity?” The Hoosier 
Schoolmaster, Fall 1977, pp. 4-6. 
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apparent room for creativity. And yet, one principal showed some creativity 
as she considered a contract provision that simply read, “Faculty meetings 
shall not exceed sixty minutes per month.” Her intention was “to call six 
ten-minute meetings per month” at which she would raise provocative 
topics during the ten minutes and then “let anyone leave after that if they 
so desire.” 

Many principals today are reporting that their job has become more 
difficult since the rise of teacher unionism. They find that they must become 
more resourceful in order to juggle schedules of “special teachers,” to 
provide the free time required by the contract, and to make good on the 
duty-free lunch. On the other hand, teachers report that working conditions 
have become more effective because the contract limits arbitrary or capri- 
cious demands by the principal. 

Still other principals are not certain whom to turn to first for advice or 
support when some emergency occurs, or even for routine changes. The 
question arises, “Do I check with the central office first, or with the 
building representative?” This is not an uncommon dilemma. The answer 
probably is all of the above. The point is that good reasonable working 
relationships need to be developed for each particular school based upon 


the people involved, the type of contract, the trust people have in one 


another, and the operational pattern of central administration. 


Union Building Representatives 

Some principals, especially from the city school systems, consistently have 
involved the building representative of the union in discussions of proposed 
decisions as a way of gaining support for those decisions as well as testing 
ideas that might not be palatable to the staff. Of special importance was 
to provide early warning to the building representative if there was a staff 
member who was perceived as not satisfactory and for whom dismissal 
might be in order. In effect, if the building representative generally agreed 
on the ineffectiveness of a particular teacher, preparation for dismissal 
would continue; and if not, special definitive objective evidence would 
need to be collected if the principal believed proceedings should continue, 


anyway. 


There is evidence that suggests that in schools with professionally active 


union-building representatives, teachers feel more involved in the essential 
decision-making process of the schools. It would seem that the union- 
building representative can be a key force in shaping the school as a 
professional organization with dependence on professional standards and 

a hierarchial structure. Much depends upon how 


a collegial rather than : i . 
- ll become more bureaucratized if unions 


he/she exercises options. Schools wi be k: a 
are absolutely rule dependent and militant for militancy’s sake. They can 


become more professional and democratic if they use their increased 


autonomy to improve professional practice through utilizing theory and 
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research on educational solutions and to make professional diagnoses and 
prescriptions.’° 


Grievances 


It is sometimes difficult to convince board members and the superintendent 
that a grievance procedure can be a useful process and not something to 
be feared. When school systems gain experience at various levels with 
grievance procedures it is generally seen as a mechanism that is good for 
the health of the school system as well as for its individual members. 

A grievance has come to generally mean: (1) a claim based on an event 
or condition that affects the welfare or conditions of a teacher or group 
of teachers; or (2) a dispute, arising over the interpretation or application 
of the provisions of the contract; or (3) an alleged violation of the 
contract. The purpose of a grievance procedure is to solve problems as 
close to their origin as possible. Thus, in a high school, for example, most 
grievances can or should be solved at the departmental level or if that fails 
by the principal. In the elementary school grievances may often be quickly 
settled by the union-building representative and the principal. In a large 
school system, hundreds of grievances are settled rather quietly with little 
publicity outside of the school system. 

The principal obviously plays a key role in any grievance that reaches 
his or her office—and then continues involvement in those cases that move 
up the organizational ladder to the superintendent, to the board of educa- 
tion, and/or on to arbitration, if necessary. This takes time, requires new 
skills, but also has an impact on the everyday decision making and other 
administrative functions of the principal. 


Strikes and Other Sanctions 


When teacher unions and boards of education reach an impasse over a 
new contract (the most common cause for a strike), and mediation and 
arbitration have failed to resolve that impasse, a strike or other sanctions 
may result. Prior to 1966 teachers’ strikes were infrequent. Only thirty-five 
were recorded from 1956 to 1966. There were 114 strikes in the 1967-68 
school year, and the number of strikes has increased each year up to a 
record high of 203 teacher strikes in 1975-76. Since that date the number 
of strikes seems to have leveled off to slightly over 150 per year.'! Experts 
have predicted record strike years ahead in the early eighties because of 
the effects of Proposition 13 and the public’s efforts toward tax reform. 
Virtually all states prohibit teachers unions from striking, but this has had 
little effect on strike action as a way of bringing things to a head. 


10 See Michael J. Murphy and David Hoover, “Negotiations at the Crossroads: In- 
creased professionalization or Reinforced Democracy,” in Anthony M. Cresswell and 
Michael J. Murphy (Eds.), Education and Collective Bargaining (Berkeley, Calif.: 
McCutchans, 1976), pp. 476-482. 

11 Richard G. Neal, “The U.S. Teacher Strike Scene, 1978-79,” Phi Delta Kappan, 
December, 1978, p. 327. 
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The principal often finds him- or herself in a very uncomfortable position 
when the schoolteachers go on strike. Oftentimes, the school system tries to 
keep schools open (in part, so that state payments will continue to flow in). 
The principal usually will have to cross the picket line, and that act alone 
can create a polarization that may be creating differences that may never 
be resolved. In addition, more subtle feelings may occur. Experiences 
related by several principals indicated that their first feelings were that 
the strike (or other sanctions) were somehow aimed at them personally. 
Their reasoning went something like this: “If the teachers really respected 
me they wouldn't be doing this”. Two examples: Charles reported that in 
his first year as a city principal he went out to the teachers on the picket 
line to plead with them, “What are you trying to do to me? Come on back 
into the classrooms.” He can laugh at himself several years later, but he 
perceived the strike as a blow at his chance to make his mark as a new 
principal. In a suburb, Mary, a veteran principal who regarded her faculty 
as her family, was convinced that she was the target of a sick-out even 
though the teachers brought her flowers to reassure her that she was not at 
the heart of the controversy. 

In conclusion, Cresswell and Murphy state as follows: 1? 


The outcome of collective bargaining has generally been an increasingly 


complex body of rules and regulations which explicitly govern teacher be- 
f administrators and teachers, and minimum 


havior, rights and privileges 0 u p gs ees 

performance expectations. This codification of organizational authority in 

a body of rules (written contracts) has several side effects. 

l. Direct authority of administrators and supervisors is reduced. 

2. Undue emphasis is placed on minimum behavior standards. 

3. Goal displacements occur, with rules becoming more important as ends 
than as means. As a consequence the organization may become less adap- 


tive and less responsive to individual students. 
4. Rules and regulations reduce individual teacher autonomy and the power 


of professional standards. 

There will continue to be adaptions within school systems as collective 

bargaining becomes a more imbedded feature of our systems. The prin- 

cipal’s role will continue to be redefined in subtle ways day-by-day and 
perhaps in quite profound ones as the years go by. 


Sexism *” 


me that schools are in the forefront of social 


We often unconsciously assu 
the improvement of our society. Un- 


reform, that they lead the way in 


12 . M., and Murphy, Michael J., Education and Collective Bar- 
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ebted to Joan Seliger Sidney, Assistant Professor, University of 
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fortunately there is much evidence to the contrary. Very often schools 
unconsciously reinforce status quo that may be unfair and actually dis- 
criminatory to certain segments of our society. The evidence is mounting 
that this is true in regard to sexism. 

The word “sexism” emerged into general usage within the past decade. 
It was coined by the women’s movement as a parallel term to “racism” 
to denote discrimination, but in this case, discrimination against the female 
sex. It has now developed a broader meaning and implies prejudice and 
discrimination against either gender. School people generally deny dis- 
crimination or prejudice of any kind. However, it is impossible to deny 
that throughout the centuries schools have unconsciously and even arbi- 
trarily stereotyped boys and girls within the system. Research is accumulating 
that reveals stereotyping can be found in almost every phase of school 
operation—textbooks, curriculum, athletics and recreation, social activities, 
and even in school discipline—for the general process of control is pre- 
dicated on a value system of gentlemanly and ladylike behavior that too 
often demeans the girl for assertiveness and initiative and praises the 
boys for the same characteristics. This can be carried to the point of 
being ridiculous. For instance, a school has been known to be forced to 
demonstrate that as many girls are spanked as boys. 

The women’s movement to a large extent should be credited for focusing 
attention on the disparate standing women have endured in our society, 
particularly relating to certain occupations, political, economic, and educa- 
tional opportunities, and even the free social movement within the system. 
Few would disagree that women should be equals with men. The issue 
arises when one attempts to spell out the specifics of this equality, for these 
specifics so often run contrary to long-standing mores, customs, religious 
beliefs, and value systems. This is clearly illustrated by the heated contro- 
versy the Equal Rights Amendment to the U.S. Constitution generated. 
This was a controversy not just of women against men but of a great 
mixture of each gender against the other with hundreds of seemingly 
simple items under contention. This is what the educational leader faces. 
The school community, being a partial microcosm of our total society, often 
becomes embroiled in the same type of controversy but sometimes in a 
more heated fashion because in regard to sexism it isn’t just talk but it is 
here, in this school and this community where the rights must be opera- 
tionalized. A true educational leader must accept the responsibility to know 
and understand the rights of people as enunciated by our Constitution and 
laws. In a low-key unemotional way he/she should explain these rights and 
then work with the faculty in developing a plan to assure that rights are 
assured. Unfortunately, as in any controversy this will make some people 
unhappy. 


1 Pottker, Janice, and Andrew Fishel, Eds., Sex Bias in the Schools: The Research 
Evidence (Cranbury, N.J.: Fairleigh Dickenson University Press, 1977). 
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Sexism frequently begins with sex-role stereotyping: the assumption that 
because people share a common gender, they also share common abilities, 
interests, values, and roles. Not only does sex-stereotyping restrict the 
achievement of individual potential for both sexes, but it also frustrates 
those individuals who do not conform to traditional norms. The first step 
toward equality of education, nonsexist education, requires an in-depth 
examination of our school. This includes exposing both overt and hidden 
curricula of sexism that accompany most formal education, sex-stereotyped 
attitudes, practices, materials, as well as the general school environment. 


Title IX 

Title IX of the Education Amendments of 1972 has forcibly initiated such 

an investigation. According to this law: 
No person . . . shall, on the basis of sex, be excluded from participation 
in, be denied the benefits of, or be subjected to discrimination under any 
education program or activity receiving federal financial assistance .. . 


(Peer Title IX Regulation Summary, p- 1) 


In order to be in compliance with this law, by July 21, 1976, all schools 


receiving federal assistance were required to have: 


1. Completed a detailed self-evaluation. Pa ae 
2. Taken and recorded any steps necessary to eliminate sex discrimination. 
3 


. Adopted and published a grievance procedure to resolve student and 


employee complaints. 
. Appointed a Title IX coordinator. 
also prohibit discrimination in admission to certain 
in treatment of admitted students, which includes 
educational activities, counseling, financial aid, 


student health and insurance benefits, marital or parental status, and 
athletics. For employees of covered institutions, the regulation prohibits 
sex discrimination in all aspects of employment, recruitment, and hiring. 
Educators often disregard provisions of Title IX, implying this is another 
example of federal intervention. Particularly many private schools are in- 


i i i ause they do not receive federal funds and the 
Hat to ise 1 Dren g Title IX is to withhold federal funds. A 


overnment’s means of enforcin S hi A 
a enlightened consideration of Title IX is that it is a plan for assuring 
that the neo rights of all children and youth are implemented in 
schools. Although it may not be legally necessary for a private institution 

m ie : it has the moral responsibility of 
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Title IX provisions 
kinds of institutions, 
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universities not in compliance, and (2) by investigating complaints by 
individuals or groups. 

The federal government reported that as of March, 1977, nearly two 
thirds of all school districts and colleges receiving federal funds had failed 
to meet the basic compliance requirements of the Title IX law. 

In a recent study to determine how schools about the nation are imple- 
menting the Title IX law, Joan Grossman stated: ™ 


Some schools not in compliance indicated they did not receive the require- 
ments from the federal government, that they did not know where to mail 
the completed information, or that they were not going to comply. Of the 
schools that did meet the requirements, most seemed to do so in order to 
meet federal legal requirements rather than to raise consciousness or to 
benefit children. Many schools complied to avoid losing federal funds, not 
to eliminate sex discrimination in their districts, 

There clearly has been much reluctance to put the Title 1X law into effect. 
The general attitude seems to be, “It'll be ten years before HEW gets to 
us.” Comments such as, “Little has been done,” “Movement in this direction 
has been slow,” “It’s not a top-priority issue,” reveal that little progress has 


been made, 
I discovered that institutional self-evaluations often consist of a simple state- 
ment such as, “We don’t have any problems in this area.” . . . Administra- 


tors occasionally described how literature on Title IX had been distributed, 
workshops held, and staff involved in the self-evaluation. But when teachers 
in the districts were asked, “What has been happening with Title IX imple- 
mentation?” they had never heard of Title IX. 

Although many school systems had appointed a Title IX official, they made 
no attempt to help others in the district become aware of the law and its 
implications. Often someone was appointed as an official because there was 
no one else available to perform the task. . . . it is the rare school that has 
put much effort into Title IX implementation. The key factor seems to be 
the support and leadership of the administration. If the school committee 
and the top administrators make their commitment clear and let it be known 
that Title IX is a high-priority issue, then something gets done. The admin- 
istration sets the tone by mandating change and supporting the efforts of 
those working for progress. 

Why is progress slow? Progress toward Title IX implementation has been 
slow for several reasons, Many schools, for example, generally resist federally 
imposed mandates. People do not like to be told what to do by the federal 
government. Another law also means more paper work and more record- 
keeping. Some schools wonder if the federal government is serious about 
monitoring Title IX and enforcing its regulations; they also tend to resist 


change unless there is a real threat that federal funds will be cut off if they 
fail to comply. 


18 Joan Grossman, “A Look at Implementation of Title IX,” The Innovator, University 
of Michigan School of Education, Vol. 10, No. 1 (July 1, 1978), pp. 18-19. 
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in compliance by July, 1976, it was not until the fall of 1976 that the federal 
government provided training manuals on institutional self-evaluation. 

Cost is another factor slowing down progress. No money was appropriated 
by Congress to aid in Title IX implementation, and school systems wonder 
where they will get funds to provide, for example, adequate sports programs 
for both sexes. In physical education alone, more equipment, facilities, and 
coaches will be necessary to achieve equal opportunity. 

Progress has been slowed down because of a difference of opinion as to the 
role of the school. Is the school supposed to perpetuate society or is it 
supposed to be an agent of change? Some feel that Title IX encroaches on 
basic religious tenets. Several church groups (particularly in certain regions 
of the United States) disapprove of discussions taking place in the school on 
topics concerned with women; these groups believe the Bible states that 
God intended for women to remain in the home. 

Many schools are presently overwhelmed with problems and issues other 
than Title [X—integration, for instance. Some use their preoccupation with 
racial integration as an excuse for not addressing the problem of sex desegre- 
gation; others—in Denver, Los Angeles, and Minneapolis, for example— 
because of their previous work with minority problems and their involve- 
ment with integration, feel better able to deal adequately with sexism. 
Furthermore, sexism is often subtle and difficult to identify. People may not 
be conscious of their ingrained attitudes, habits, and behaviors or of their 
inadvertent comments that perpetuate sexism. It is a long road to awareness 


before change can be accomplished. 


Nonsexist Curriculum 
Title IX compliance represents only one aspect of eliminating sexism in 


education, Since 


this “regulation does not require or abridge the use of 


particular textbooks or curriculum materials” the principal and staff must 


systematically examine the m 


aterials in use as well as those to be pur- 


chased. Consider the following: 


ds 


2. 


Are both sexes shown in a wide variety of roles or only in traditional, 


stereotyped roles? 
Do the members of both sexes respect each other as equals? 


Are males and females shown as having a wide range of emotions and 


responses? Of choices? 
Are the life-styles depicte 


favorably delineated in their setting? 
How many women have been included in the standard texts as com- 


pared to men? (Select books that will include representative women in 
the curriculum. ) i y 
Are there subtle forms of bias such as white males in power relationships 


with women in subservient roles, different standards of success, e.g., are 
good looks and culinary skills whereas men 


d realistic? Do they include minority characters 


women rewarded for their ¢ 
succeed on the basis of their intelligence and fortitude? 


Has the use of sexist language been questioned? (Urge publishers to 


utilize neutral terms in place of male generics, e.g., “human being” or 
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“person” instead of “man,” “human resources” or “workers” for “man- 
power,” and so on. 
x A 


Staff Inservice 


The issue of nonsexist curriculum extends beyond the selection of materials. 
Inservice education should be utilized in order to help the entire staff 
function in nondiscriminatory fashion. This includes: 


l. Heightening awareness of one’s own prejudices and sexist behaviors. 

2. Techniques to enable each person to overcome discriminatory behaviors. 

3. Training in development of nonsexist materials and in using traditional 
resources in nonsexist ways. 

4. General information concerning nonsexist techniques, resources, research 
findings, and so on. 


5. Encouraging the staff to learn more about the contributions of women 
to our society. 


Consultants can be used advantageously to determine and respond to 
the specific needs of each school, working closely with the principal, 
curriculum coordinators, and staff, including custodians, cafeteria workers, 
bus drivers, and the like. Whenever possible, parents and students should 
be invited to participate in consciousness-raising and strategy sessions to 
overcome sexism in their school. The ideal approach consists of the entire 


educational community working together to provide extensive options 
for all. 


Testing and the Back-to-Basics Controversy 


The recent public concern about testing and “back to basics” has provided 
a spate of negative professional outburst in educational publications, pro- 
fessional organizations, and by the self-styled educational spokesman. The 
decline in test scores of our students on some of our most well-known and 
widely used tests (Scholastic Aptitude Tests [SAT], American College 
Testing Program [ACT], National Assessment of Educational Progress 
[NAEP]) made national headlines. Couple this with rising delinquency, 
drug usage, violence, teenage pregnancy, crime, discipline problems, 
absenteeism, and it is easy to draw an erroneous but pervasive cause-and- 
effect relationship: for example, the headlines in many daily newspapers, 
“Test Scores Going Down While Juvenile Crime Goes Up!” 

It is truly unfair to blame the schools for a constellation of social factors 
beyond its immediate control. Knowing this, the first reaction to such 
headlines is defensiveness. Considering the move a momentary resurgence 
of conservatism and reaction, many educators are negative about proposed 
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solutions and drag their feet about doing anything specific about improving 
“basics” or competencies. 

Clearly and admittedly, the movement toward basics and competency 
testing is being pushed by noneducators. To join the movement could 
create the impression that the schools are indeed at fault; therefore, the 
developing strategy by many educators is to complicate the issue. 

Proliferation of educational jargon in reaction is creating confusion in 
the minds of the lay person as well as the teacher and administrator who 
is responsible for the improvement of program. Particularly on competency 
testing, educational experts are having a field day in conflicting viewpoints. 
Researchers and psychometricians are disagreeing on “methods of statistical 


analysis,” “limited validity,” “questionable reliability,” “learner verification,” 


“minimum level of acquisition,” criterion reference testing, horizontal and 


vertical addition. Educational philosophers and humanists are bemoaning 


“nonhumanistic” trends and emphasis of the “cognitive over the affective,” 


curriculum imbalance, harmful anxiety and social side effects, and “ethnic 


bias.” 
The trend toward the basics and accountability, however, has not been 


nor will it be easily turned. In early 1978 thirty-three states had taken some 
type of action to ‘mandate the setting of minimum competency standards 
for elementary and secondary students. All of the remaining states either 
had legislation pending or legislative or state board studies underway.*® 

Examining the public's attitude toward the public schools as expressed 
in the Gallup Polls, one discovers there is growing public consensus in 
favor of requiring high school students to pass a standard examination in 
order to receive a diploma. This posture by the public is not new and the 
number advocating it is increasing. A question posed in a 1958 Gallup 
Poll is the same one as used in the 1976 survey, as follows: 


the United States be required to pass a 


SI Q i l] students in 
nould all high school stu uh ocho elon? 


standard nationwide examination in order to get a 


The findings for the two surveys show: 


National Test for Graduation 


1958 1976 
In favor of such a test 50% 65% 
Opposed 39% 31% 
11% 4% 


No opinion 


‘back-to-basics movement” the 1977 
widely this movement is accepted 
y. Of the public familiar with the 


Sensing a gaining of strength in the “ 
Gallup Poll attempted to discover how 
and to obtain evidence of its popularit 


ency Testing in 1978: A Look at State Standards,” 
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term the question was asked: Do you favor or oppose this back-to-basics 
movement? All groups in the population expressed overwhelming (83 per 
cent) approval. 

Administrators and teachers must realize that this is not a “flash in the 
pan” movement that will eventually go away. It is not a subversive trend 
led by a few political reactionaries who are guising their attempt to lower 
taxes. It is not something new, an “empty panacea” as implied by many 
educational writers.17 Failing to know and understand the history of 
American education is one of the reasons many educators are losing perspec- 
tive about competency testing. The real issue is not necessarily testing and 
basics. Its roots are found deep in our way of life. It is part and parcel 
of the American tradition of public education. A free public system of 
education was established at great effort and expense so every boy and 
girl would have an Opportunity to develop into a productive self-reliant 
citizen. As “people’s schools” the public has a legitimate right for assurance 
that the schools they have established are properly meeting the needs of 
children and society. To the public the simple tools or needs of children 
are the basics: reading, writing, and arithmetic. The simple means of 
determining whether children possess these tools is to test. The public, 
beginning with the very first public school movement in the seventeenth 
century, has intended and expected that children would obtain basic skills for 
learning. They intended and expected that schools would be held account- 
able for their efforts. From the very beginning of American education, 
testing as a way of determining acquisition of basics and establishing 
accountability has been common procedure from grade to grade, from 
elementary school to high school, from high school to college. More recently 
we have had State Assessments of Educational Progress and Regents Exams, 
College Boards, and National Assessment of Educational Progress. It is 
indeed unfortunate that so many educational leaders are supporting nega- 
tive positions, remaining impervious to the historical background of our 
schools. It is this imperviousness that has caused a public counterreaction 
that has resulted in legislation mandating state achievement tests and 
pending legislation proposing national achievement testing. 

True, there are many more basics and educational imperatives than 
reading, writing, and arithmetic. True, these basics are very difficult to 
identify and mean many things to many people. It is true that for a full 
life each child needs varying physical, emotional, intellectual, and moral 
enrichments well beyond what we consider basic. It is true testing is only 


17 Jim Mecklenburger describes competency testing as ‘ 
chapter in American education.” Jim Mecklenburger, “ 
The Bad Penny Again,” Phi Delta Kappan (June 197. 
“Contradiction and controversy are evident at every 
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one of many ways of assessment, that there are many aspects of the 
cognitive and especially the affective we cannot truly test. It is true that 
overemphasis on testing can negatively affect the curriculum and create 
undue pressure on the teacher and especially the child. We also know 
state and national testing can create excessive bureaucracy and erode local 
control. However, on the positive side, it is also true a child cannot learn 
effectively unless in possession of the basic tools of learning and we do 
not know if he/she possesses these tools unless we test the child. Testing 
is a useful tool of diagnosis. It is like placing a thermometer under a child’s 
tongue. The results provide a clue to condition; diagnosis and remedial 
prescription are the next positive steps. As stated in a report by the Na- 
tional Academy of Education “. . . standardized testing in early grades can 
have a positive influence on student learning by aiding diagnosis of indi- 
vidual student weaknesses and building pressure for school wide improve- 
ment of basic skill programs.” ** We also know that requiring reasonable 
accountability in schools does help improve and maintain academic achieve- 
ment. For example, “those schools with stable or rising test results in the 
Scholastic Aptitude Tests (SAT) are characterized by high academic 
standard.” 1° 

The problem is to keep the basics and testing in perspective—this is 
where the efforts of educators should be directed—not in fighting the 
movement itself for it does represent a public interest and concern in 
education. The true educational leader will agree there is an important 
place for basics and testing in the curriculum and then work with the 
public to help place them in proper perspective. The leader will show the 
public that formal paper and pencil testing is only one of many processes 
of assessment, that there are alternative ways to determine students’ growth 
and achievement, assuring the public at the same time that schools stand 
ready to be accountable for their efforts. ; 

The principal in the individual school can do little one way or another 
to change the state legislation relative to minimum competency except as 
he or she operates in professional organizations or exerts leadership through 
the community sphere of influence. The movement, however, does provide 
an exceptional opportunity for the principal to develop with teachers 
Professional approaches that interpret and implement the deep-seated view- 
point about accountability of public schools. The discussion could begin 


by debating the pro and con merits of the following: 
1. Every course or subject in the school should have an important measur- 
able impact on both the cognitive and affective learning of a student. 
2. Every course or subject should have written objectives that have 


measureability. 
š “a i 1978), p. 723. 
18 G leil, “Washington Report,” Phi Delta Kappan (June ; 
19 EE NA EE og Secondary School Principals, Guidelines for Improving SAT 
Scores (Reston, Va.: The Association, 1978). 
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3. Every teacher should accept responsibility for measuring the degree 
of attainment of objectives by each student. 

4. Every teacher should accept responsibility for diagnosing problems 
students have with achieving objectives and prescribing corrective 
action. 

5. No matter what subject and what grade level, every teacher has a 
responsibility to help children learn and improve the basic tools of 
learning especially the commonly accepted 3 R’s: reading, writing, and 
arithmetic. 

6. Every course and subject taught in the school should have specific 
built-in teaching and learning processes that will improve the compe- 
tency of students in the so-called basics. 

7. If the competency tests do not match our curriculum does this mean 
our curriculum is not or is irrelevant or the tests are inappropriate? 

8. Teachers at various levels should develop committees to determine the 
skills they consider essential for each pupil’s success at the next level. 

9. How do we square competency testing with equal education oppor- 
tunity for all? The answer is not more academic selectivity but how 
do we handle it. 

10. An opportunity to learn something predicts a student’s achievement 
score. Does everybody have an equal opportunity to learn reading, 
writing, and arithmetic and does each level of the school establish 
processes to build on these skills? 

11. How much should parents and community people be involved with 
what the schools should teach and what is important? 


These are fundamentally professional issues relating to the basics and 
competency testing. They are important professional concerns to be dis- 
cussed profoundly and with the intent of arriving at some solutions that 
can be implemented locally. 

Actually, when we are talking about basics and minimum competencies 
we are talking about a basic curriculum for the school that should provide 
these competencies. Rather than be afraid teachers will teach the test, the 
curriculum should be such that it will stand the test of its effectiveness in 
teaching skills necessary for effective citizenship. Of course, we want and 
expect more than the minimum; we strive for a maximum but the total 
curriculum must be built on a solid minimum base with more flexible and 
individualistic maximum competencies growing from this minimum base. 
The whole issue becomes a very complicated professional problem that 
the teachers in the school need to solve for their school and their children 
in the school. Those who teach in the school have a responsibility as 
professionals to solve the problem. All teachers have a responsibility to 
identify both the minimum and maximum competencies or outcomes for 
each course and to be able to defend them to the community. The best 
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advice on testing is to keep the whole thing simple. Develop the basic 
tests by staff, students, and parents and keep in a dynamic state of revision. 
Or, select some standardized tests on reading, writing, and math and sub- 
mit them to strong scrutiny, evaluation, and testing by parents, teachers, 
and students. 

As stated by the Educational Testing Service, “The minimum competency 
movement is no panacea. But, thoughtfully developed and reasonably 
applied, a minimal competency program can do much to improve the 
quality of American education. Given the insight of such a program, a 
high school diploma would certify that the student possessed the basic 
skills needed to be a productive adult citizen capable of functioning in a 


complex society.” *° 


Questions Relating to Minimum Competencies 


1. What are minimum and maximum competencies? 


2. Do basic school skills measure basic life skills (functional literacy, 
application of basic skills to everyday life problems)? 


3. How can we best measure competencies? How many? School product? 
School performance? Paper and pencil? 

4. Shouldn’t the effective curriculum stand prepared to be tested on its 

own merit as regard to competencies? 

When do we measure competencies? l 

How much do we standardize for the school, state, nation? 


What do we do with the incompetent? me 
How do we handle the special emphasis on the quantitative that testing 


eros : ee 
may provide in relation to the humanistic? : A 
9. How do we compensate for the special emphasis on the cognitive that 


s ; . ive? 
testing may provide over the affective? À ; i 

10. How can we utilize competency testing as a way of improving education 
without contributing to bureaucracy, excessive centralization, and so on? 


ll. How can we keep the cost and time of administrative record-keeping 


and reporting to a minimum? : : 
12. What do we do to help those who cant pass the tests? 
13. What processes can we use for early identification and subsequent 


remediation? $ 
14. What about the child who arrives at the school or the grade level in 


DADA 


a disadvantaged state? 
15. How can we protect ourselves 
minimums that we lull average or 


and/or neglect? 4 : £ 
16. Competency testing can clearly lead us into more academic selectivity 


from being so preoccupied with testing 
above average into complacency 


20° An ETS Information Report: “Basic Skills Assessment Around the Nation,” 


September 1977, p. 3. 
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if we are not careful. How do we assure equal education opportunity 
for all and free access to education without overemphasis on selectivity? 

17. What should a student master? What constitutes “functional literacy”? 
How many competencies are enough? 


For Further Thought 


Collective Bargaining 


1. Negotiable items must include only those matters dealing with salary, 
fringe benefits, and similar items. Matters directly affecting children and 
the educational programs should be nonnegotiable. Debate. 

2. Professional negotiations might be called the result of inadequate ad- 
ministrative leadership. Discuss. 

3. Should principals have their own collective bargaining unit? How would 
this affect the administrative team concept? What has been the impact in 
those school districts where principals have had their own collective 
bargaining unit? 

4. Using research and historical data show how teachers’ unions and col- 
lective bargaining has changed educational administration in the last 
ten years. 


Testing and Back to Basics 


l. Many educational writers are asserting the competency testing movement 
is a new reactionary trend in American education. Make a case for or 
against the statement: “Beginning with the very first public school 
movement in the United States the public expected children would 
obtain basic skills for learning and intended and expected schools would 
be held accountable for their efforts.” 

2. Debate: The emphasis on the acquisition of basic skills and on compe- 
tency testing is undemocratic. 

3. If a course or subject does not have known, accepted, and measurable 
objectives then can we really justify offering it in school? 

4. With the recent emphasis on mainstreaming, schools have been struggling 
with some “policies of exception” for those students who are not intel- 
lectually capable of passing minimum competency tests. Is mainstream- 
ing in conflict with competency testing and back to the basics? Discuss. 


School Discipline 


1. Describe the most serious case of misbehavior you have observed person- 
ally. How was it handled by the teacher or principal? What recommenda- 
tion would you make for dealing with a similar problem? 


2. 


3. 
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Is student behavior better or worse than it was twenty years ago? Present 
solid evidence for your answer. 

The faculty of a school troubled with discipline problems has asserted: 
“We are not policemen! It is not our job to monitor the halls, lavatories, 
lunchrooms, and athletic events. We will not do it!” Do you agree with 
them? What could or should you do as principal in this situation? 
Utilizing French’s and Raven's five bases of legitimate power (see Ch. 
6) what means should a principal use to work with teachers in improve- 
ment of the climate of a school with major discipline problems? Assume 
the teachers have a strong professional union and a history of effective 


collective bargaining. 


Sexism 


l. 


A school superintendent recently stated: “Sexism often is not a problem 
until it becomes a problem.” Do we often allow injustice to continue 
until someone fights aggressively for their rights? Has not this happened 
with many things in our schools? Discuss. 

It has been asserted that sex stereotyping can be found in every phase 
of school operation: textbooks, curriculum, social activities, recreation, 
and even school discipline. Much of this stereotyping affects females 
negatively, but some also affects males negatively. What is the research 
evidence in this regard? How do we deal with it? 

A school principal anxious to correct discrimination against females may 
become embroiled in situations dealing with strong religious convictions, 
deep-seated mores, firmly held values. How does one deal with this? 


Part IV 


Management of Supporting Services 


The authors are firm advocates of organizational and operational patterns 
that relieve the principal of much of the direct responsibility for manage- 
ment detail, thereby forcing his/her major responsibility to be instructional 
and educational leadership. We realize an executive cannot abdicate respon- 
sibility for housekeeping details. Nonetheless, operational and staffing pat- 
terns can be established that relieve him/her of much of the daily concern 
for this detail without sacrificing efficiency or extra cost to the system. Much 
can be accomplished by the willingness and ability of the principal to 
properly delegate responsibility. In addition, there needs to be a strong 
conviction on the part of central administration that this delegation is 
necessary and appropriate. Thus, central administration will not make the 
principal feel guilty about delegation nor will they require the principal 
to attend every meeting in relation to business management activities, to 
sign every paper, or to personally brief the staff on every new housekeeping 
development. We believe as a principle the principal’s management tech- 
nique in business matters should be “management by exception”; that is, 
routine matters would be handled by subordinates and only special and 
exceptional matters are referred to the principal. 

By saying this we do not mean to downgrade the importance of support- 
ing services to school operation. We just do not want the principal to 
become a housekeeping mechanic! The deployment of supporting services 
so that they give the instruction staff the necessary resources when needed 
is an important act of educational leadership and therefore an important 


portion of the principal's task. 
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Chapter 17 The School Office: Information 


and Communications Center 


The school office is the communications, information, and production ser- 
vices center for the school. It cuts across organizational channels and com- 
munity information exchange channels; therefore, its effective functioning 
is essential to the realization of established educational goals. It is for the 
school’s best interest that the principal strive to develop a strong secretarial 
and clerical team that is understanding of and dedicated to the purpose 
of the school. ; 

The public really knows the school through the conduct of its office as 
much or more than through contact with the teachers. Likewise, faculty 
members quickly sense attitudes that seem to emanate from the way the 
school office operates. If supply needs or heavy demands upon the duplica- 
tion facilities are anticipated and provision is made to reduce the problems 
that could arise, the principal’s credibility is enhanced. If the secretary 
courteously answers the endless stream of questions and yet conveys the 
idea of willingness to go the extra step to be helpful, the public is more 
ready to listen to the message the school has for it. Of course, caution 
should be raised regarding these means becoming ends. 

Roe identified five elements of office management: (1) organization, 
(2) personnel, (3) facilities, (4) policy and procedures, and (5) control.* 
He cautions that, like chemicals, these elements must be kept in proper 
balance to be productive rather than harmful. Overemphasis on any of 
the parts, or omission of any of the parts could lead to serious deficiencies 
in operation and a lowering of morale. The key is carefully preplanned 
routines based upon the rational analysis of each separate operation. Offce 
Procedures should be so systematic that there is a self-perpetuating repeti- 
tive processing with only the exceptions requiring attention of the principal 


or her/his assistant. 


1Wm. H. Roe, School Business Management (New York: McGraw-Hill Book Co., 


1961), p. 77. 
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A Communications Center 


The school office receives and sends many communications via mail, tele- 
phone, interoffice memoranda, face-to-face contact with parents, teachers, 
and students, and many other means. It is important that the communica- 
tions received be accurately understood and conveyed to the intended re- 
ceiver. The reverse is also true—that the communications sent should be 
designed to convey the intended messages accurately and effectively. 

Occasionally frequency of communication is confused with good com- 
munication. Frequency is not as important as clarity of purpose and clarity 
of the message. The receiver should have as much information as possible 
about why the communication is directed toward him/her. If he/she knows 
why the communication has been sent, he/she will more freely accept 
it and try to understand it accurately. 

Communications must also be semantically in tune with the intended 
receivers. Since the five hundred most-used words in the English language 
each have approximately twenty-eight separate meanings (a total of about 
fourteen thousand), the sender must be sensitive to misinterpretation of 
meaning. 


School-Community Communications 


The several communities that the school serves make various inputs into 
the school system and into the individual school. (See Fig. 3.2, Ch. 3.) In 
turn, they expect certain communications from the school. Report cards, 
newsletters, presentations at local meetings, announcements of upcoming 
events, and letters to individuals are communication media from school to 
community. The quality of these communications conveys as much as the 
messages they attempt to get across. The principal will wish to see that 
the office staff and faculty check written communications for accuracy of 
information, correct grammar and spelling, proper format, and clear dupli- 
cation when needed. 

The school district will have definite policies and procedures regarding 
the release of information to the public through the various media and 
through school-produced materials. The principal should become thoroughly 
familiar with the policies and current practices of the school district 
regarding communication with the general public and the general plan, 
if any, for the school’s public relations program. 


Internal Communications 


Internal communications should be routinized, clear, and concise but com- 
plete. It is desirable to routinze certain communications so that the faculty 
and staff can expect to receive a communication at a specific time each 
day (or on Monday, Wednesday, and Friday, or some other workable 
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arrangement) in a known format so that minimum searching is required 


for needed information. The order of items presented should be the same 


each time, e.g., schedule changes, meeting announcements and agendas, 


professional information, personals, and so on. 
Wordiness is not desirable, but the information should be complete 


enough for proper action to be taken upon the information without need 


for further clarification. 


Mail and Messages 

ail and messages requires precise fail-safe procedures to 
prevent misplacement, tardiness, or loss. They should be assigned to a 
specific work station for processing. Routine school mail should be opened, 
sorted out for priority, and directed to the proper destination with routing 
slips. Time and date stamps should be used on all incoming mail and 
messages for future chronological reference. Correspondence that should be 
directed to the principal's specific attention may be screened and prioritized 
by the school secretary to include underlining or notation on pertinent 
information and appending of related correspondences or file documentation. 


The handling of m 


Information Services * 


anization is continuously making adjustments 
information it receives. Individual human 
nformation at all times; however, much 


of the information received is ignored or “stored” since it has no relevance 
to the person’s purpose at the time. We are all aware of the effect visual 
images of food attractively displayed and packaged have upon the prospec- 
tive buyer’s decisions when hungry. Each of us decides upon the basis 
of information we perceive to be relevant to our purposes at given times. 

An organization, through the principal and faculty, makes decisions based 
upon the information it receives and perceives. They can choose to play 
a passive role and react to the information that comes its way and interpret 
that information according to tradition. They can choose to play a pro- 
active role and seek information and develop meaningful analyses of that 
information. Information is useless unless it is accurate, in meaningful form, 
accessible, and relevant to the decisions that need to be made. Much 
information now being collected in schools does not meet these criteria. 
Indeed, too much of it meets only the criterion of accuracy. Much of it is 
kept in the event that it might prove useful someday. 

Information is not an end in itself in the school setting. It is merely a 
means to provide a service to the decision-making process. Neither the 


Any organism and any org 
to its environment based upon 
beings receive massive amounts of i 


2 John Greenhalgh, Practitioners Guide to School Business Management (Boston: 


Allyn Bacon, 1978). 
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information nor the system that generates it is sacred. The information- 
gathering and analyzing processes must be viewed as modified tools. The 
process should not determine the way it is used so that only certain classes 
of decisions can be made because only certain kinds of data are available. 

The backbone of the information service should be an up-to-date easily 
accessible reference shelf. This shelf should include pertinent state de- 
partment of education bulletins, school board policy guides, administrative 
regulations, personnel policies, collective bargaining agreements, the budget 
and related financial documents, operational memos and handbooks, school 
calendars, data on all other local schools and personnel, local laws and 
ordinances important to education, and information on governmental and 
social agencies. Appropriately enough, part of the process of building the 
expert power we described in the leadership chapter (Ch. 6) is developed 
through creating the idea that the principal is a quick and authentic source 
of information on most anything regarding government and education. A 
good secretary can do much to enhance this idea by serving as a key 
information source and researcher for the principal's office: 

The tendency of the principal to view the school as the center of the 
information universe with which he/she deals can cause misinterpretation 
and misuse of the data he/she collects. The objectives of a single school 
must be considered in a larger setting. A school is one subsystem of many. 
It is a subsystem of the school district, of the community, of the state, and 
of the nation. He/she must interpret the information accordingly or he/she 
will find that his/her decisions are narrowly focused and they may or may 
not be appropriate to the larger systems. All decisions should take into con- 
sideration the total situation, but they will not necessarily be made at the 
expense of the clients of the school. Rather, it is the educational manager’s 
role to optimize the situation for the clients, while also keeping the objec- 
tives of the school in proper perspective with the larger systems’ objectives. 


Some Prior Questions 


There are reasons for some of the bits and pieces of information being 
collected and stored in schools today, but some of them are weakly based 
or based only on tradition.? As the principal surveys information needs, 
he/she should ask the prior questions noted by Andrew and Moir: 4 


What Information Is Needed? . . . 

Why Is the Information Needed? . . . 

How Is the Information to Be Used? . . . 

When Is the Information Needed? . . . 

Who Is to Use the Information? . . . 

Where Should the Information Be Collected or Used? o, an 


, 3 General Services Administration, Guide to Record Retention Requirements (Wash- 
ington: U.S. Government Printing Office, 1977). 

+ Gary M. Andrew and Ronald E. Moir, Information-Decision Systems in Education 
(Itasca, Ill.: F. E. Peacock Publishers, Inc., 1970), pp. 8-9. 
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As with almost any facet of educational management, the principle of 
planning for planning applies. The principal will find it helpful to work 
out complete answers to questions like those asked above, and is cautioned 
not to try to develop a complete set of either questions or answers without 
beginning to involve some people who can generate the information, help 


to analyze it, and use it. 


Mechanical Aids 


Most school systems have access to electronic data-processing hardware. 
Computers are available on a time-share basis, either at the school’s central 
office, or by special arrangements with a bank or industry, and the remote 
terminal is an integral part of many school operations. 

In addition to the large computer, micro-processer based communications 
and information systems are reshaping office procedures and information 
systems. Their presence are becoming more evident in the local school 
office as well as that of the central administration. Each year we see and 
hear more of telecommunications, small business computers and cheap 
memories, dictation systems, text editors, photo-composition units, new 
laser beam technology being used for printing and microfilming, office 
and energy comptrollers. The individual school can 
aids. The main task of the principal 
d in what form it will be useful, 


machine comptrollers, 
profit a great deal by utilizing these 
and staff is to determine what is needed an 


and to show its cost effectiveness. ? 
The time saved by a careful investment of time at the planning stages 


can be applied toward more direct service to the educational program. As 
the value of information increases, even the same amount of time spent on 
the collection and organization of information can yield a much higher 


return. 


The School Secretary 


with the many offices with which they come in 
contact either by mail, telephone, or in person is enough to remind them 
of the importance of the secretarial help in an office. The courteous word, 
the pleasant manner, and the apparent willingness to help can do much 
for the effectiveness of any office. The conveying of the confidence that 
everything is under control and that whatever the request may be it will 
be competently handled is one of the greatest contributions the secretary 
can make. A national survey that questioned selected exemplary principals 
on reasons for their success reveals that these principals listed a competent 
secretary as an important factor contributing to their success. 


The readers’ experiences 


5 The National Association of Secondary School Principals, The Senior High School 


Principalship: The Effective Principal, Vol. II (Reston, Va.: The Association, 1978), 


pp. 31-32. 
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An Important First Contact 


The secretary is often the “voice” of the school to many parents and to 
personnel of agencies contacting the school. Her/his work represents the 
school in written form. Accuracy in reports gives the recipients of those 
reports an impression of the school. The secretary is usually the first person 
a teacher, student, parent, or any other person meets when contacting the 
principal. The principal must be sensitive to the “impression” the office 
makes, and work with the secretary and clerks to develop the best possible 
contact with teachers, students, and the public both by telephone and in 
face-to-face situations. A very common cause of poor morale of both 
teachers and students is the negative way they are treated by the principal’s 
office staff. A secretary should never create the impression she/he is “door 
guard” or “gate keeper” for access to the principal. However, a tactful 
receptionist becomes very skillful in carefully questioning the caller to 
determine if something needs the immediate personal attention of the 
principal or if some other person can handle the problem. 

The principal may want to be contacted on some telephone calls no 
matter where he/she is, such as calls from the superintendent, the mayor, 
the school board president. Needless to say, an understanding must be 
established about certain priority calls and callers. On others, if the princi- 
pal cannot come to the phone or is not in the office, some assurance should 
be created that the principal is legitimately unavailable. Nothing implies 
poor management faster than having a receptionist say, “I don’t know where 
he is,” or “ I don’t know when she will be in.” There must be a sincere 
businesslike response such as “Mr. Jones is in conference” or “Mrs. Smith 
is at lunch,” or “meeting with students” and then a real showing of concern 
to assist, such as: “She will be back in the office at 2:00. May I give her 
a message?”, “Shall I ask him to call you back?” or “Is there someone else 
that can help you?” 

The principal will wish to review periodically the job functions of the 
secretary and the clerical staff. Clear, written job descriptions should be 
developed if they do not already exist. As new tasks are introduced, the 
total load should be analyzed. 

Certain guidelines may be helpful to the principal to avoid creating or 
reinforcing problems: 


1. A clear ordering of priorities for work is important. General priorities 
can be ordered and the principal can change these as emergencies arise. 

2. The services of the office and the responsibilities of the office worker 
should be made known to the teachers. 


3. Office procedures should be periodically reviewed with the total secre- 
tarial staff. 


6 David H. Rhone, Wage and Salary Administration for Classified Staff School Em- 
ployees (Chicago: Association of School Business Officials, 1976) 


o owet re - 
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4. Office directives to the professional staff should not go through the 
secretary. 

5. Schoolwide decisions should not be made by the secretary. Plans should 
be worked out to cover unexpected situations if the principal is not in 
the school. On other than routine office work, the secretary should have 
someone to refer to if a new situation occurs. 

6. Provide membership for the secretary in a school secretaries’ subscription 
service or, if available, a school secretaries’ association. 


Inservice Training 


It is recognized that the central offices of the school system will probably 
have a plan for the inservice training of office staff. After becoming familiar 
with this training program plan, the principal should assess training needs 
in his/her own office. It is a fact that most principals inherit their office 
staff, and that the secretaries see principals come and go. Yet, the principal 
should not assume that all is as it should be in all the operational aspects 
of the office. A study reported by the Association of School Business 
Officials? indicates that clerical and office personnel are among those on 
whom the greatest training effort of schools should be expended, and that 
the training can be effectively conducted at the location of the job assign- 
ment, This clearly involves the principal of the building. If there is no 
systematic plan for this important investment in the human resources of 
the school, the principal should press for such a plan, and if necessary pilot 
a demonstration program. The reader may wish to read the ASBO publi- 


cation we mention for some guidelines regarding inservice training of 


classified employees. 
The most qualified secretaries should be encouraged to seek a formal 


rating of CPS—for Certified Professional Secretary—that can be achieved 
by passing a two-day, six-part exam dealing with topics ranging from 
behavioral science in business to accounting. The tests have been adminis- 
tered since 1951 by the Institute for Certifying Secretaries, a department 
of the National Secretaries association. CPS review courses are offered in 
many communities in cooperation with colleges and universities. 

More and more schools and companies are recognizing the CPS rating, 
giving priority in hiring to the more than twelve thousand secretaries who 
have earned it. There is also an Association of School Secretaries that has 
done much to develop a strong professional spirit in their members. 


Work Simplification 

It may be important to assess the work loads and activities of the office 
workers to determine if their time and energy is being utilized effectively. 
The complaints about interruptions, materials not available, and so on, 


7 James W. Burns and Donald K. Sorsabal, A Handbook for In-Service Training of 
Classified Employees (Chicago: Research Corporation of the Association of School 
Business Officials, 1970). 
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may be indicators to the principal that steps could be taken not only to 
alleviate the stated problems but to increase the efficiency of the office staff. 
Clerks or secretaries may be duplicating tasks, or priorities of one may 
cause others to be unable to complete their tasks as a result of fragmented 
assignment of tasks. Littlefield and Rachel: cite the U.S. Bureau of the 
Budget series of questions as having value for the office manager in 
analyzing task accomplishments: 


1. What activities take the most time? Should these take the most time? 

2. Is there any misdirected effort? Is any time being spent on unnecessary 
tasks? 

. Are skills being used properly? 

. Are your employees doing too many unrelated tasks? 

. Are tasks spread too thinly? 

. Is work distributed evenly? 


Dopp w 


The office staff can keep a simple log of tasks and time spent over a 
period of one or two weeks. These can be tabulated and summarized by 
worker, by day or by week, by type of task, and any combination of these. 
The result should be helpful to the principal in asking questions about the 
operation of the office.® 

If the principal has concern about how much work should be expected 
from a worker performing certain tasks, he/she may wish to discuss the 
matter with the business manager, business education personnel, or, may 
wish to refer to various guides that provide work standards."” 


Office Layout 


The principal should give special thought about working with the secretarial 
and clerical team to analyze the physical characteristics of the office environ- 
ment, its layout and design. This has become a specialized study by certain 
management experts. Known as “Ergonomics,” it is the behavioral science 
that studies people’s relationships to the physical environment and seeks 
to adapt the working conditions to suit the task of the worker. For example, 
sharp-edged desks and tables located in heavily trafficked parts of the 
office are ergonomically unsound because they present unnecessary hazards. 


5C. L. Littlefield and Frank Rachel, Office and Administrative Management, 2nd 
ed. (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1964), p. 72. 

® Howard, F. Shout, Start Supervising (Washington, D.C.: BNA Books, 1977). 

1° As an example of the detail available to a manager who wishes to do a detailed 
study, the Guide to Office Clerical Time Standards (Systems and Procedures Associa- 
tion, 1960) will provide the reader with great detail. One can find that getting up from 


a chair and starting off takes 0.05 of one minute, or that to address 
55 characters with a manu 


typewriter, .4492 minutes. 


an envelope with 
al typewriter will take .4725 minutes or with an electric 
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But beyond this, work stations should be well defined and as self-sufficient 
as possible. They should be grouped in terms of work flow from station 
to station, Related tasks should be clustered both physically and according 
to personnel. Locating the files, equipment, and data concerned with re- 
lated tasks will save time and energy for the person doing the work. Traffic 
routes can be established with the careful placing of furniture for efficient 
channeling of people to discourage undiscriminate sojourns into the work 
area and to reduce nonproductive conversation. Special consideration should 
be given to providing a pleasant area for visitors to wait, security spaces 
for cash handling and confidential records, and isolation for noisy business 
machines. 


The Office Environment 

Joseph J. Jones entered the office, approached the China-wall-like counter, 
and waited for the receptionist to cross the room from her desk. The adding 
machine and the spirit duplicator seemed to be engaged in a staccato fugue, 
with the hum from the electric typewriter and copying machine providing 
a bagpipe-like accompaniment. He told the receptionist that he had come 
for his 2:30 appointment with the principal, but had to repeat his name 
since the telephone added its voice to the orchestration. The principal’s 
door was closed. 

The receptionist asked him to wait since the principal was engaged in a 
telephone conversation and she nodded toward two chairs tucked away 
behind the door and next to the teachers’ mail boxes and work pick-up 
baskets. The teachers certainly seemed to be friendly, but then, close quar- 
ters always make for congenial conversation. 

An intercom buzzer sounded and within seconds the receptionist appeared 
from behind the great wall and told him that the principal was free. The 
principal’s door was open and he welcomed Mr. Jones warmly and asked 
him to make himself comfortable. He closed the door as he followed Mr. 
Jones into the room, commenting that it was necessary to keep the door 
closed to keep out the din from all those machines. Mr. Jones was surprised 


that he was aware of it. 


The physical environment is important to persons working in it and to 
those who visit. The affective impact of the environment can unconsciously, 
and sometimes consciously, help or hinder the tasks at hand. In the case 
of Mr. Jones above, noise was affecting his impressions. An average noise 
level between forty and fifty decibels is reasonable. Johnson and Savage 
cited a study of noise reduction in offices in which 60 per cent of the 
respondents cited improved morale; 48 per cent more accuracy in typing 
and clerical tasks; and 34 per cent noted an increase in the volume of 
work." Keeping noise at a reasonable level seems to be productive. Sound- 
absorbent materials and strategically placed objects can at least manage 
to reduce the noise level. Carpeting and drapes are very helpful. Soft 


11 B. Lewis Keeling and John Neuner, Administrative Office Management (Cincinnati 
Ohio: South-western, 1978). 
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material backings at strategic points can reduce noise, e.g., on a file next 
to a typewriter 


A Procedures Manual 


Many of the tasks of the school office are routine in procedure, process, 
time, or all of these. Purchasing procedures, reporting attendance figures, 
routine maintenance requests, and scores more are tasks for which proper 
procedures are designated by the central administration. These procedures 
usually are sent to the buildings in memorandum form, indicating changes, 
additions, and so on. On occasion the central administration offices will 
prepare a procedures manual for business-related procedures. If it has not, 
the principal may wish to inquire about the feasibility of such a manual 
being developed. 

A loose-leaf binder-type manual can be of great help to the secretary 
and other office workers. It can be divided and subdivided into as many 
categories as needed for quick reference, e.g., attendance, accounts, pur- 
chasing, emergency-medical, communications format, and so on. Copies 
of forms can be inserted with proper distribution designated. As proce- 
dures and forms change, they can easily be replaced. If the principal wishes 
to add details or categories unique to the building, it can easily be done. 

The advantages are obvious: (1) Compiling such a manual often clarifies 
many procedures; (2) new personnel have a reference from which to 
work: (3) a procedure is established for keeping information up to date, 


and (4) it can aid in relieving the principal from having to react to 
procedural administrivia. 


Time Checklist 


Certain tasks have to be done regularly, just like paying taxes in the spring. 
Emergency situations, special reports, illnesses, or numerous other prob- 
lems may cause regular work to be put off or even forgotten until some 
terse reminder is made. As part of the office master calendar, or as an 
insert in a procedures manual, a checklist of routine duties can often avoid 
missed deadlines and occasional embarrassment. As certain dates are 
fixed, e.g., budget requests due, program memoranda, and the like, they 
can be logged in so that all office workers are aware of time demands. 


Summary 


The school office is vital to the well-being of the organization. It is the 
communications link, an information bank, and processor of incoming and 
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outgoing contacts. The office personnel, its environment, and its procedures 
communicate to those who come in contact with it. The communications 
products of the school office and the information it collects, analyzes, and 
disseminates do much to enlist internal and external support for the school. 
Important as it is, however, the office and its operations must remain a 
means, rather than an end in itself. 


For Further Thought 


Ls 


2. 


How can the school office affect the effectiveness of the teaching-learning 
environment? Cite specific instances. 

If you were a newcomer to the community, what words might describe 
the atmosphere conveyed to you on your first visit to your school’s 
office? What specific changes might be helpful? 

What is the significance of this statement as far as the school office is 
concerned?: The executive is always responsible for the work that he/she 
has delegated to assistants or subordinates. 

Are there important differences in the principal's personnel administra- 
tion practices when dealing with teachers as contrasted with clerical 
and nonprofessional personnel? Be specific. 

How have significant changes in mechanical aids affected school office 
management? Give some specific examples. 

The “Management by Exception” principle has been advocated by the 
authors as the way to free the principal from spending all of his/her 
time on management detail rather than instructional and educational 
matters. We also agree that only a skillful manager can set the proper 
stage for this type of operation. List some procedures and policies that 
an outstanding principal should develop before he/she “Manages by 
Exception.” 

Map out a work flow traffic pattern for the school office utilizing the 
effective placing of furniture and machines. Have fellow students crit- 


ically analyze your efforts. 


Chapter 18 Business-Related Management 
of a School 


The administration of budget, supplies, maintenance, and similar school- 
related activities can easily become the main task of the principal. These 
activities are important in that without their smooth operation the school’s 
efficiency is brought into question. If these areas are operating smoothly, 
the principal can enjoy the credibility necessary to be effective in other 
areas. Yet, some principals do find little time to do those other things such 
as help teachers teach better, work with them with exceptionalities, evalu- 
ate programs, develop research, and so on. Kimbrough opined that prin- 
cipals become lunchroom managers by personal choice. The same may be 
said of any of the business-related functions of the principal. While some 
may concentrate on an efficiently run accounting system, others may be 
proud of their ability to keep the supplies inventory at optimum level 
right to the last sheet of paper used on the last day of school. 

It will be important to a principal to concentrate on these areas so that 
efficient processes are established and responsibilities clearly fixed for 
implementing the processes. Once done, the supervisory function of the 
principal should be the extent of his/her involvement. If feedback indicates 
malfunctions, he/she must initiate steps to correct them. A continuous 
monitoring plan should be established, but in such a way that a major 
portion of each day is not spent on these tasks. As stated previously, we 
believe the principal’s management technique in business matters should 
be “Management by Exception”; that is, routine matters are handled by 
subordinates and only special and exceptional matters are referred to the 
principal. 

In many instances much groundwork has already been laid in the central 
administration offices. Utilization of these procedures and information will 
assist the principal to oversee those management functions for which he/she 
is held responsible. Cooperative efforts between schools can yield a more 


1 Ralph B. Kimbrough, Administering Elementary Schools: Concepts and Practices 
(New York: The Macmillan Co., 1968), p. 373. 
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efficient operation of some functions. Technology can provide additional 
aid in reducing labor in reporting functions and providing continuously 
up-dated information. 


Financial Responsibilities 


An overall understanding of school finance and the local tax structure is 
important because local taxpayers often have questions about the impact 
of proposed changes on their tax bill. Teachers too occasionally need help 
in answering these questions. 

The principal works with the central administrative offices in the financial 
matters dealing with budgeting, purchasing, and fund-accounting. He is 
held accountable for the management of a significant amount of resources 
provided by the public.* To manage efficiently and effectively, the principal 
must follow a carefully developed financial plan citing projected income 
and expenditures, which is the budget. 

We are not suggesting the principal needs to be a financial expert or 
accountant. But we do believe a practicing school administrator of today 
must be knowledgeable about school finance—knowledgeable enough to 
“keep on top” of the school’s budgeting and accounting process, and 
knowledgeable enough to speak and understand the language and secure 
enough about it to participate on equal terms with central administration 
when decisions are being made that depend on the allocation of funds. 

In the growth of education, finance has been a shaping and often govern- 
ing factor. It is no idle statement to say, “Power follows the purse.” A 
person who knows and understands finance has an advantage in dealing 
with other administrators, business managers, and comptrollers who may 
be only too willing to allow “money power” to accumulate in their office. 
The authors have dealt with many superintendants, business managers, and 
accountants who create the impression that finance is beyond the compre- 
hension of any ordinary human being. They maintain control and power 
through the ambiguous discussion of funding and when questioned create 
the impression they are grappling with some mystic, elusive, unexplainable 
“they.” It is not that complicated. An elementary knowledge of accounting 
and budgeting procedures plus some simple self-study of the state’s school 
finance procedures, the school’s classification system for accounting, and 
the school district’s budget over the past five years is all one needs to 
know about school finance to be an effective principal leader in any 
school system. 


2Kenneth M. Mathews and Thomas S. Upchurch, “Managing School Fiscal Affairs: 
Ten Guidelines,” National Association of Secondary School Principals Bulletin February, 
1978. Bonar Nae 
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Money, or the lack of money, will govern the way an organization is 
managed and the way it succeeds. An educational activity may be encour- 
aged by increasing its revenue, or it may be discouraged or enfeebled by 
denying it financial support. Thus, finance can become an instrument of 
control. From this circumstance, we discover the need of a fundamental 
identity between school policy and planning and school finance. Left un- 
fettered and uncontrolled finance can, like the slaughterhouse goat, lead 
the way to destruction. Properly controlled and used as a tool for education, 
money can serve as the lifeblood for a growing and flourishing school. Thus 
“budgeting” as the device for translating the educational plan into a 
financial plan has become a more important administrative process each 
year. If handled properly, it is an important educational leadership activity 
and not a routine management detail. 


The Budget 


The budget has been defined in a variety of ways. Bartizal * defines it as 
follows: “A budget is a forecast, in detail, of the results of an officially 
recognized program of operation based on the highest reasonable expecta- 
tion of operating efficiency.” 

Koontz and O'Donnell * conceive budgeting as “essentially the formulation 
of plans for a given period in the future in specific numerical terms. As 
such, budgets are statements of anticipated results.” 

Others somewhat facetiously have called budgeting “a method of worry- 
ing before you spend, instead of afterward.” 

The authors would define the educational budget as the translation of 
educational needs into a financial plan that is interpreted to the public 
in such a way that when formally adopted it expresses the kind of educa- 
tional program the community is willing to support, financially and morally, 
for a given period. 

Business and industry consider the budget an instrument of control. 
Making frequent comparisons between budget figures and actual perfor- 
mance enables management to control activities so that all efforts are 
coordinated toward the achievement of objectives. However, this is a 
rather restricted view of budgeting. A budget should be basically an in- 
strument of planning and only incidentally one of control. It reflects the 
organizational pattern by breaking down the elements of a total plan into 
their sectional and departmental components, allowing costs to be more 
easily estimated. It then forces a coordination of these elements by re- 


3J. R. Bartizal, Budget Principles and Procedures (Englewood Cliffs, N.J.: Prentice- 
Hall, Inc., 1942), p. 1. 

*Harold Koontz and Cyril O’Donnell, Principles of Management (New York: 
McGraw-Hill Book Company, Inc., 1955), p. 435. 
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assembling costs in a whole so that a comparison may be made with total 
revenues. This very process requires a kind of orderly planning that 
otherwise might never take place. Budgeting, then, forces the principal 
and faculty to plan together on what needs to be done, how it will be done, 
and by whom. 

The benefits of budgeting may be listed as follows: 


l. Establishes a plan of action for given periods, long term and short 
term. 

2. Requires an appraisal of past activities in relation to planned activities. 

3. Necessitates the development of specific goals and objectives. 

4. Necessitates the establishment of work plans to achieve goals and 
objectives. 

5. Provides security for the administration by assuring the financing and 

approval of a year’s course of action. 

Necessitates foreseeing expenditures and estimating revenues. 

Requires orderly planning and coordination throughout the organization. 

. Establishes a system of management controls. 

Provides an orderly process of expansion in both personnel and facilities. 

Should serve as a public information device. 


SB es io) 


1 


Budgeting 

The budget has been defined in a variety of ways. Bartizal* defines it as 
formed at the local school program level. One of the most difficult tasks the 
principal faces is making provision for the knowledgeable, positive partici- 
pation of staff in the budget-making process. The quiet looks exchanged 
between teachers as the topic of budget is raised speak loudly. The specter 
of reams of requisitions marching across a desert painted with the business 
office’s REJECT stamp haunts the teacher who spent long, extra hours 
pouring over catalogs and received only the colored chalk. Worse yet 
is the nightmare of the teacher who carefully matched program needs to 
supply and equipment needs and did not receive any hint as to why he/she 
received only the beakers. For the principal to tolerate such a situation 
makes faculty participation in budgeting a farce. 

Rather than a mechanical management process from the principal’s view- 
point the budget process should serve as a way to encourage the teachers 
and auxiliary staff to plan and work together as a team to implement the 
goals and objectives of the school. It can be used as a leadership device 
and also to encourage teachers to take a hard look at the instructional 
program. The principal is missing an unusual opportunity to develop team 
work and cooperation if he/she does not operate in this manner. 

New budgeting practices focusing on programs may alleviate the princi- 
pal’s task in obtaining faculty support of the budgeting process. The process 
must intimately involve the principal for this to happen. 
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Planning, Programming, and Budgeting. To exert educational leader- 
ship, the principal must have an impact upon the allocation of resources 
to the school’s programs. The advent of program-budgeting in its various 
forms provides an important means for the principal to effect progress 
toward achieving the school’s objectives. 

Much literature is available concerning Planning Program Budgeting 
Systems (PPBS). Although the concept has its formal beginnings as far 
back as 1949, it gained momentum in the mid-1960s through governmental 
agencies, particularly the Department of Defense. Since that time several 
states and cities have instituted some form of PPB systems. A number of 
states have mandated that all school systems convert to such systems. The 
Association of School Business Officials through its Research Corporation 
has prepared materials relative to implementing planning programming 
budgeting and evaluation systems (PPBES), and educational resources 
management systems (ERMS). 

These developments have brought even more pressure upon persons 
responsible for programs to delineate their objectives in clear, precise 
terms. These systems are truly systems in that no activity, e.g., budgeting, 
is considered in isolation. Rather, the total program from objectives to 
output and its, relationships to other programs are considerations. 

A number of school districts have found PPBS (Program Budgeting) is 
too cumbersome and difficult for boards of education and legislatures that 
normally deal with the traditional incremental-type budgets. Therefore, 
many schools require program budgets for specific schools and programs 
and then in their total system-wide budgets convert or provide standard 
crosswalks from program budget to the traditional budget. The traditional 
budget then is used by central administration to summarize the costs based 
on standard classifications while the program budget is a tool to explain 
costs more specifically and programmatically. 


Identifying Programs and Costs. At least two components of PPB and 
ERM often are overlooked or at least underdeveloped, and yet, these are 
crucial to the principal as he/she leads the instructional program. These 
components are identifying alternative programs or methods to achieve the 
program objectives, and cost-benefit analysis to aid in deciding between 
program alternatives. The principal is the key to implementing the pro- 
gram budgeting system by identifying programs—those clusters of related 
educational activities designed to achieve specific objectives and goals. 
Programs may be organized by grade or level groups, subjects, depart- 
ments, and so on. It is mandatory that the principal be involved in the 
process of identifying alternative programs and methods. 

While he/she may not be and probably should not be involved in actually 
manipulating the details of a cost-benefit analysis, the principal should 
make inputs into the process so that a clear picture of cost trade-offs are 
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given to the analyst. This is one of the chief functions of the principal in 
the systemwide PPBS development—namely, specifying the real cost areas 
of the program. As pointed out by Thomas, “Every decision of the adminis- 
trator, whether or not it involves the expenditure of money, has costs as 
well as benefits associated with it.” As pointed out earlier, time is a re- 
source, and use of someone’s time is a cost. The use of a pupil’s time is a 
cost that has been referred to as foregoing other learning. If, as Thomas 
suggests, the allocation of time is the most important task of the principal ° 
the role of the principal is very important to the effective implementation 
of this budgeting process. It is often overlooked. 


Establishing Program Objectives. The principal must work with his total 
staff, and in some instances the pupils, to establish specific objectives for 
their school. This includes the total staff—instructional, secretarial, cus- 
todial, food services, and so forth. The objectives must be within the 
framework of the broader goals established by the total system, but in 
many instances will be unique to the individual school. The process may 
well include parents and other concerned citizens of the community, par- 
ticularly those residing within the attendance area. 

Each program will have a set of specific objectives. There will be some 
overlapping because many programs will have an effect upon the accom- 
plishment of overall goals of the school. 

There is no doubt that much time is needed to prepare objectives. 
Commercially prepared materials in subject areas are increasingly includ- 
ing behavioral or performance objectives. This can be a starting point for 
the faculty. The revision and adaptation to the local situation usually takes 
much less time than beginning from ground zero. One caution regarding 
this, however: The principal and faculty should have a clear idea of what 
broad goals they have prior to selecting a set of preprepared objectives 
for adaptation. 

Specifying program objectives and developing and choosing alternative 
means to achieve those objectives will aid in identifying materials, supply, 
and equipment needs as well as human resources. As this process develops, 
the next important step evolves—establishing priorities. 


Establishing Priorities. There are few, if any, school situations with un- 
limited budget resources; therefore, as the process of relating needs to 
goals and objectives progresses, certain priorities are established. The prin- 
cipal is the key in this process because he/she must not only aid in 
relating each component of one school to the others, but keep the inputs 
from the school’s central offices and from the community at large in balance 


5J. Alan Thomas, The Productive School: A Systems Analysis Approach to Educa- 
tional Administration (New York: John Wiley & Sons, 1971), p. 33. 
6 Ibid., p. 63. 
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with the “in-house” priority setting. The principal must be aware of the 
projected budget, including those increases that will cause the most 
resistance. 

Upon completion of the list of needs, it may be advantageous to have 
faculty and staff assist in establishing priorities. It should be emphasized 
that suspected budget limits should not dictate what program needs are 
articulated. Yet, it is important that a high-priority program not suffer at 
the expense of a lower priority program’s demands for some expensive 
materials or equipment. 


Initiating the System. The machinery for faculty and staff involvement 
will vary from school to school. While one principal will find the depart- 
ment head structure most efficient and effective, another will find a small 
committee best. Regardless of the means, it is important to involve the 
faculty in the budgeting process in a way that is directly related to their 
functions, thereby positively affecting their responsiveness to the total 
financial processes of the school. 

The processes represented will involve short- and long-range planning 
and the choosing among alternative plans of action to realize the best 
utilization of available resources. The Association of School Business Offi- 
cials indicate the major steps in the process to be: 7 


. An assessment of the needs. 

The examination of existing goals and identification of new ones. 
The establishment of a set of priorities. 

The tentative determination of major programs. 

The careful analysis of alternatives. 

A selection of alternatives. 

The preparation of a program and final plan. 

The development of a comprehensive plan for evaluation. 


SADA WDE 


The human element is crucial. The principal has the responsibility to 
work with the staff regarding every process of the system that directly 
affects them. Clarifying the process does much to alleviate fears that are 
commonly found among faculty as a PPB system is developed. There is a 
particular need to be specific regarding the evaluation procedures. The 
principal has a dual responsibility of effecting a systemwide evaluation 
program and of being sure the faculty have proper input into the evaluation 
process. The partial solution to both these responsibilities lies in the 
development of objectives. If the objectives are stated properly, the 
evaluation of the programs are delineated. An objective that has no criterion 
to determine if it has been reached is really not an objective. The principal 


7 William H. Curtis, Educational Resources Management System (Chicago: Research 
Corp. of the Association of School Business Officials, 1971), p. 30. 
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should not be willing to accept inappropriate objectives, nor should he/she 
accept unclear, nonspecific objectives. 

The process of planning programs so that they are accountable in rela- 
tion to the resources used is a vital leadership responsibility of the principal.’ 


Reporting and Accounting for School Funds ° 


A budget is the spending plan for the school or school system. This plan 
supports the instructional programs of the school. This means that the 
accounting function is an instructional support system designed to see that 
the spending is done according to plan. The principal will find some apathy 
and possibly some negative reactions to the accounting necessities of the 
school. If the faculty is genuinely involved in the budgeting, these re- 
actions are minimized. 

Automated accounting systems are used by most school systems so that 
the time for reporting and analysis of accounts is minimized. It is important 
that the processes for receiving and expending monies are understood by 
all those who are part of the process because the automated systems can 
be only as accurate as the information provided them. False expectations 
concerning time saved should not be encouraged at the input point of the 
system. The initial work of recording information is necessary and takes 
time, but it is time well spent. The slightest hint of questionable practices 
with even the smallest fund will bear this out. 


Petty Cash Fund. It is common practice to have a small amount of cash 
on hand to make change, or to purchase small items that might be needed 
quickly and for which it would be counterproductive to go through the 
regular requisition procedure. 

Petty cash should not be used to thwart or circumvent established 
purchasing procedures; instead, it is a convenient accommodation to facil- 
itate immediate acquisition of low-cost goods and services in an efficient 
manner. Only the initial amount of money and the additions or deductions 
to it are included in this account. The petty cash fund may be in the form 
of actual cash on hand and may also include a small bank account. 

The cash on hand plus the amount in the bank plus all entries in the 
petty cash book, or on vouchers, should equal the original amount in the 
fund. The book or voucher should have entries showing: 


1. A serialized number of entry or voucher. 
2. Person making payment. 
3. Amount of money. 
4. Account to be charged. 
8John Greenhalgh, Practitioners Guide to School Business Management (Boston: 
Allyn and Bacon, Inc., 1978), pp. 15-29. 


9U.S. Office of Education, Elementary and Secondary Education Financial Account- 
ing, Handbook II (Washington: U.S. Government Printing Office, 1973). 
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5. Purpose of expenditure. 
6. Signature of person receiving money. 


Other information may be dictated by the central accounting office to insure 
compatibility with the central accounting system. 

Purchases should be kept to a minimum. The cash on hand should also 
be kept to a minimum and always locked when unattended. Records of 
receipts and expenditures should be kept separately from the actual cash 
box or drawer. 


Student Activity Funds. Student activity funds deserve special consid- 
erations because it is so often neglected and poorly managed, particularly 
monies derived from extra class fees, athletic contests, plays, concerts, sales, 
and special programs of all kinds. From these sources even in a small 
school many thousands of dollars may be handled each year, and in the 
large school system the money easily reaches six digits and beyond. 

There have been many instances in which the question has arisen whether 
or not this money is really public money and therefore under control of the 
board. In other instances boards have paid no attention whatsoever to these 
funds and left their management and supervision to chance. 

Some school districts have actually established policies ruling that the 
money belongs to a student activity or to the athletic department and is 
therefore beyond the supervision of the board. 

The weight of legal opinion is that monies collected as a part of school 
activities must be considered public money and therefore “the proceeds 
of these activities belong to the board of school directors and must be 
accounted for in the same manner that other funds of the school district 
are accounted for.” 1° As far as the courts are concerned, the fund is public 
in nature if it is produced through public facilities, by public employees 
as a part of public services for which they are employed."* In essence, 
boards of education in all school districts are required to identify and 
contro] the funds of any school-approved and administered student organi- 
zation or school service agency. 

While these funds are without question under the jurisdiction of the 
board of education they may be handled in a manner slightly different 
from that in which ordinary school funds are handled. An effort should be 
made to keep these funds as close as possible to the students, providing 
learning situations for them, and imparting to them a personal concern 
and feeling of responsibility for the proper control of money. 

The centralized fund accounting system in which a specific person, often 
known as the activity fund manager, does the accounting of activity funds 


10 In re German Township School Directors, 46 S. and C. 562 (1942). 
1 Petition of Auditors of Hatfield Township School District, 161 Pa. Sup. Ct. 388, 
54 A.2d 833 (1947). 
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for all schools of the district has proven to be a success. The centralization 
process assures uniformity of procedure and security, and at the same 
time facilitates reporting, aids in postauditing, and provides uniform data 
for planning and administrative purposes. 

Whether student treasurers are used or faculty or office workers, the 
general guidelines below will aid in developing a plan for properly handling 
monies received: 


1. All money received should be acknowledged by issuing a type of receipt 

to the person from whom the money is received. This may be a formal 

receipt or simply a numbered ticket. 

A deposit slip should be made out and all money deposited immediately. 

A receipt should be issued to the person making the deposit. 

The amount deposited should be recorded in a proper book or ledger 

under the appropriate fund. 

The person responsible for the fund should receive a regular (monthly 
.) status report of the fund. 


Rew 


n 


It may be beneficial to have a set of student “books” if a student treasurer 
is used. The advantage of having dual records to check back on is obvious 
as well as the instructional advantages for the students. 

Sample forms and entries may be found in references such as Financial 
Accounting for School Activities.* It would probably be most appropriate 
to review procedures and forms with the central office business manager. 

Expenditures from the activity funds should be handled with at least 


the following steps: 


1. A requisition/purchase order should be initiated by the person in charge 
of the activity fund. 

2. Approval of the central controller in the school (usually the principal 
or representative) should be obtained. 

3. Check issued. 

4. Record the expenditure in the proper books or ledgers under the appro- 
priate fund. 


Merchandising Activities. Some activities of the school have more than 
the cash receipts and expenditures to account for. Supplies of various kinds 
must be inventoried on a regular basis and reconciled with the fund ac- 
counting system to give a clear and accurate picture of certain student 
activities. Concessions at athletic events or school stores are examples. 

The principal should make every effort to clarify the process to both 
students and faculty so that misunderstandings are avoided. The account- 


12 U.S. Office of Education, Elementary and Secondary Education Financial Account- 
ing Handbook II, 1973 (Washington, D.C.: U.S. Department of Health, Education and 
Welfare ). 
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ing procedure can acquire a negative connotation to student activities 
much as the auditing function can to the principal if either or both parties 
misunderstand their roles. 


Nonstudent Funds. Tradition has left some school offices with the task 
of accounting for funds collected and expended by nonstudent groups and 
organizations such as the P.T.A., booster clubs, and so on. If the principal 
is in the happy situation of not having such funds, he/she should jealously 
guard this happiness. Often these nonstudent funds have served to supple- 
ment or even maintain certain functions that should have been the respon- 
sibility of the community as a whole to support. Continuation of such 
relationships do not encourage the schools and community to shoulder the 
responsibility as they should. Rather, it has the opposite effect. 

The new principal would be in a most awkward position to try to dis- 
avow responsibility for accounting for and handling these nonstudent 
funds. An educative process is much more productive. 


Managing Supplies and Equipment * 


In the general management process there is a nationally recognized distinc- 
tion between pieces of equipment and items of supply. Items of supply 
are like paper, pencils, paper clips, and so on. They are generally inexpen- 
sive items that are consumed with use. It is normally more feasible and 
even less costly to replace supplies with new items rather than set up a 
system of control, retrieval, and repair. Supplies as expendable items are 
generally accounted for at the building and departmental level and if they 
are inventoried it is for the purpose of determining replacements rather 
than control. Equipment is considered as nonexpendable. That is, its use 
does not deplete it. Equipment is like desks, chairs, typewriters, and 
adding machines. It represents an investment of money that makes it 
feasible and advisable to capitalize the item and control it and if broken 
after use to repair it rather than replace it. Pieces of equipment are 
normally integrated into a comprehensive system-wide inventory control 
process. Supply management as a total process deals with the purchasing, 
receiving, storing, distribution, and accountability of supplies used in the 
operation and maintenance of a school. The way this management process 
is carried out is important; it can create among the public an impression 
of waste and dishonesty, or of thrift and integrity. 

Many improved methods and techniques have been developed in the 
area of supply management over the past few years. Large city schools are 
almost compelled by the immensity of their task to maintain a complicated 


13 U.S. Office of Education, Elementary and Secondary Education Property Account- 
ing, Handbook III (Washington: U.S. Government Printing Office, 1977). 
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central warehouse that operates daily. Small schools have begun to look 
with favor on the centrally administered, decentralized storage method. 
This plan combines the advantages of both the centralized and decentral- 
ized methods of storage. At the same time it provides adequate control by 
placing definite responsibility on specific people and by establishing a 
system of records that follow the flow of supplies from the planning and 
purchasing stage to the expendable stage. 

In the end it must be understood that systems are carried out by people. 
Thus, when developing procedures, administrators must give major con- 
sideration to the human element. When complicated reporting and follow- 
up procedures are required, more may be lost through poor morale and 
the cost of personnel services than the savings warrant. The real challenge 
to management is to create in all personnel an appreciation of the proper 
use of supplies and equipment. 

Certain decisions will already have been made concerning the storage 
and distribution of supplies at the systemwide level. Large school systems 
will use a centralized warehousing system with an infinite number of 
variations on the theme. Smaller school systems will probably use some 
form of centrally administered-decentralized storage supply management. 
The principal does have the responsibility to know how the system operates, 
what delivery schedules are available, and so on. He/she also should be 
alert to any improvements that would be feasible in better supporting the 
instructional program. 

Once the supplies and equipment reach the school, the principal must 
determine the best way to store, distribute, and account for the supplies 
and equipment. Equipment must also be maintained. 


Acquisition 

This aspect of supplies and equipment management is closely tied to the 
budgeting and purchasing processes of the school. The principal should 
be familiar with the purchasing procedures of the system and the practices 
in the school. The idea of “those who share, care” also applies to the 
purchasing of instructional supplies and equipment. The faculty can easily 
feel as if they are not part of the purchasing cycle, particularly in giving 
feedback regarding quality to responsible officials. A sensitive principal can 
alleviate this problem and at the same time upgrade the quality of the 
supplies and equipment in the building as related to use and effectiveness. 
That is, Product A may be judged by certain persons to be superior to 
Product B, but if the users will use Product B and not use Product A, then 
B is “better” if it enhances the instructional program. 

Certain details of the acquisition process may be incumbent upon the 
individual school if the supplies and equipment are delivered to the school 
directly by or from the vendor. In this case, the principal should see that 
the following steps are included in the receiving of shipments: 
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1. Check for damage to the outside carton or crates that may have resulted 
from shipping. 

2. Note any damage on the bill of lading before signing for the shipment. 

3. Check the contents to confirm that they are the same and in the same 
amount as those that were ordered and billed. 

4. Notify the central office of the shipment and that it should be paid for if 
all is in order. The process for doing this varies from system to system, 
but usually consists of forwarding a copy of the vendor's invoice and a 
local form. 

5. Process the shipment for storage and distribution. In the case of text- 
books or equipment, this usually means stamping or stenciling with the 
school name and assigning a coded, serialized number to each item. 
In the case of expensive equipment, this coded number can be etched 
on the equipment at various points and the number and equipment 
description registered with local or state police to aid in recovery if 
stolen. 

6. Record the acquisition of supplies or equipment in the appropriate 
inventory books or card files. A perpetual inventory system should be 
maintained so that at any point in time the amount and location of 
supplies, materials, and equipment can be determined. A periodic check 
of this inventory should be made. Checks may be necessary for selected 
supply items each month, others toward the end of each semester. At 
least once per year all items of supply and equipment should be 
inventoried. 


Storage 


Storage space seems to be a perpetual problem. It may be necessary to 
send nearly all supplies directly to the rooms in which they will be used. 
There are obvious disadvantages to this, including the fact that few rooms 
have adequate storage space. In addition, the possibility of the mismanage- 
ment of the supplies is much greater. The little bit of “pack rat” or “squir- 
rel” in each of us has an opportunity to develop into a full-blown hoarder. 
It is desirable to make some provision for central storage space. The prin- 
cipal must then decide whether to have “open” storage or “closed” storage. 
Open storage has at least the following advantages: 


1. Standard supplies are available on very short notice. 

2. It reduces the need to hoard private caches of supplies, thus perpetual 
inventory figures are more real. 

3. It reduces office paperwork and personnel time. 


Disadvantages of the open storage include that of a questionable inven- 
tory as a result of haste; and added time to the teachers’ already busy day. 
Occasionally it is tempting to send pupils to gather supplies and deliver 
them. 

The closed storage arrangement solves nearly all the foregoing disadvan- 
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Ficure 18.1. Supplies requisition—Someday School. 


Supplies Requisition 
Someday School 


Teacher 


Quantity Item 
Newsprint, 9 X 12 


Newsprint, 18 X 24 


Newsprint, lined 9 X 12 


Pencils, #2 


Cello tape 


Staples 


tages. It also ties the diminishing levels of supplies more closely to those 
involved in the acquisition function. The closed storage can actually save 
the teachers’ time. A simple checklist of available supplies can be mimeo- 
graphed and distributed to the faculty. (See Fig. 18.1.) A distribution 
schedule can be set up utilizing custodial or in some instances student 
personnel so that the teachers know that supplies requisitioned by a 
particular time will be delivered after a specified time interval, e.g., 


twenty-four hours, one half day. 


Inventories 
A perpetual inventory system is recommended. A simple “balance sheet” or 
card for each item can provide an instant status report of frequently used 
supplies. A periodic check of the balances will provide information for 
requisitioning supplies, and if plotted over the year will give the office a 
means for anticipating the needs for next year. 

The principal will be evaluating the administrative processes of the 
office, and the management of supplies and equipment is no exception. 
Stoops and Johnson* provide a checklist that might be adapted to the 


local situation to aid the principal in evaluation: 


1. Educational equipment, materials, and sup- 
plies are directly related to educational ob- 


jectives. yes... 10 


14 Emery Stoops and Russell E. Johnson, Elementary School Administration (New 
York: McGraw-Hill Book Co., 1967), pp. 207-208. 
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2. The budget provides adequate educational 

equipment, materials, and supplies to carry 

out educational objectives. yes... ho 
3. Various personnel are delegated the respon- 

sibility for supervising the equipment, ma- 


terials, and supplies. yes_______ no. 
4. Record keeping is efficient, complete, and 
accurate. Yesa no 


5. The selection of educational equipment, ma- 
terials, and supplies is accomplished by co- 


operative participation of the school staff. V n G 

6. A Standard Supply Catalog is used as a basis 
for requisitioning. yes______ no. 

7. Provision is made for emergency and special 
requisitioning of supplies. yes —— “HG; 

8. The school is equipped according to stan- 
dard allotments based on enrollment or rooms. yes——— no. 
9. Standards for requisitioning are established. yes_______ no. 

10. Provision is made for the facilitation of plac- 
ing buy-out orders. yos ino. 

11l. Provision is made for prompt delivery of 
supplies. yes__ no. 
12, Adequate storage facilities are provided. yes. no. 

13. Policies are established for the distribution 
of equipment, supplies, and materials. p — no. 

14. Equipment, materials, and supplies are read- 
ily available to all staff members. yes________ no. 

15. An open stockroom is used with proper con- 
trols. yes_______ no. 

16. Provision is made for assisting new teachers 
with supply management. yal no. 

17. Equipment, materials, and supplies are effi- 
ciently and economically used. yes________ no. 

18. Teachers receive instruction in the use of 
equipment, materials, and supplies. yes NG: 

19. An adequate system is used for inventorying 
all equipment, materials, and supplies. yoo no: 

20. All equipment is kept in usable condition at 
all times. yes no. 


21. Equipment, materials, and supplies are avail- 

able to meet the needs of all pupils regard- 

less of their ability. yes NG, 
22. The school staff and pupils are educated con- 

cerning their responsibility for conserving 

and using wisely all supplies and equipment. yes______ no. 


Like most management functions, supply and equipment management 
can easily outweigh its relative worth if the principal does not guard 
against such a situation occurring. If he/she can enlist the aid of each 
staff member in properly evaluating and using supplies and equipment, 
a good portion of the task is done. 
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For Further Thought 


L 


bo 


How can budget building become a dynamic educational leadership 
process? How can it become a deadening blanket to educational im- 
provement? Does either necessarily cost any more? 


. What are some important differences in business management of a 


school and business management in industry? What are some important 
similarities? 


. What is the difference between bookkeeping, accounting, and account- 


ability? 

Do you agree with the following statement: All activity funds regardless 
of source should revert to the general activity fund at the close of the 
fiscal year and be rebudgeted. Debate. 

Should student organizations be encouraged to make money? Discuss 


pro and con. 
Distinguish between “Zero based budget” and “Incremental budget” 


and “P.P.B.S.” 

Within the past few years there has been a number of reactions against 
“P.P.B.S? Some states and school districts that formerly required it 
have now changed. How do you account for this reaction? Be specific. 
Devise a plan so that administration of the activity fund can be a 
learning and responsibility experience for students and still be properly 
supervised by the board of education. 


Chapter 19 Facilities Management 


The principal has a key role in the planning and operation of the school 
facility. The school facility itself is a communications medium. Its appear- 
ance, design, and even the freedom in its use communicates much to 
pupils and staff. The community receives inputs from the appearance as 
well as the uses of the building and grounds and uses the same as its 
own communications medium to visitors and neighboring communities. 
The principal’s tasks of program development, staff development, and 
community relations adapt to and adapt the building to become a useful 


tool for people. 


Creative Use of Existing Facilities 


The principal will receive many inputs regarding the effectiveness of the 
building from faculty, students, and maintenance staff. If the building 
is frequently used for community groups, they too will have suggestions. 
These inputs are accompanied by expectations that the principal will do 
something about them, if no more than to route them to the decision- 
making levels at which changes can be effected. To limit “evaluation” to 
such input places the principal in a reactive role. Rather, an evaluation 
program should be planned and the other inputs used to supplement it. 


Facilities Evaluation 


In larger school districts there is often a continuous evaluation of existing 
facilities conducted by a facilities planner or by a unit of the business 
administrator’s office. Ordinarily, these evaluations are concerned with the 
safety and maintenance of the building and grounds, and with the pupil 
capacities of the facilities. Questions to be answered would include at least 
the following: 


366 


FACILITIES MANAGEMENT 367 


1. Are minimal health standards physically provided for first aid care, 
food service areas, restrooms, showers, lockers, heating, air circulation, 
and construction materials? 

2. Are safety standards observed for the above areas as well as within 
all shops, gymnasia, outdoor areas, and disaster shelter areas? 

3. Are the lighting, thermal, and sonic levels healthful and comfortable? 

4. Is the building maintained so that health and safety standards are met 
and so that the building and grounds are pleasant? 


The primary focus of the facility evaluation will be upon the facility’s 
educational adequacy. Specific evaluation questions must be set in the 
context of the overall mission of the school meeting the needs of the 
community and society at large. The answers to the questions need to be 
framed so that they fit into the system-wide planning process and policy 
development. Examples of some of the questions are noted below. 


1. Are the rooms or spaces available adequate for the grouping and instruc- 
tional patterns throughout the instructional day? 

2. Are there nonfunctional areas either within the building or on the 
grounds? The principal may wish to be alert to dysfunctional areas such 
as recessed entrance ways, stairwells, and the like that might encourage 


vandalism. 
3. Does the design provide for flexibility as new patterns or instructional 


modes are utilized? 
4, Are space relationships such that student and faculty time can be 


efficiently used? 
5. Do instructional activities in one area negatively affect instruction in 


another area? 
6. Are equipment and spaces on appropriate scale for the users? 
7. Are there adequate and secure storage areas close to use areas? 
8. Are electrical and plumbing services available where needed? 


As mentioned previously in the discussion regarding the evaluation of a 
new facility, the principal will be focusing on the relationship between the 
building and the educational programs that building is to serve. Once 
the process of establishing the priorities is completed with the staff and the 
staff to be involved in the evaluation understands the process as it applies 
to them, the mechanics of the evaluation, i.e., completing the forms or 
surveys can be dispensed with efficiently. 

The communication of the results of the evaluation should follow a 
previously agreed-upon form and distribution schedule. ‘As with the evalua- 
tion of a new facility, misinterpretation of the results can offset the positive 


gains of a careful evaluation. 
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Look for Alternative Uses 


Most facilities are not overly endowed with storage spaces, free space, or 
underutilized spaces. Yet, possibilities for additional uses do exist in most 
buildings. Corridors present opportunities for displaying student work. 
Simple wooden strips can provide almost limitless tack board space. If 
regulations discourage the use of wood, screens of fireproof, porous tile 
can serve the same purpose plus add an interesting dimension to often 
dimensionally drab hallways. Local fire and safety regulations must be 
checked before changes are made. 

The site can be used exclusively for recess, noontime activities, and 
structured physical education classes, or it can become part of nearly 
every class offered in the school. Science, art, history, literature, and math- 
ematics can each become very involved in the miniature environment of a 
school site. Using the site as a springboard to related activities provides 
almost unlimited possibilities. For example, a group exploring measuring 
to determine area could become quickly involved in the history of sur- 
veying, the practicalities of boundaries, deeds, municipal government, and 
so on. 


Community Uses 


The use of the building by community groups is, of course, controlled by 
board of education policy and administrative procedures. If procedures 
are not clear, the principal should make every effort to clarify them and 
improve them where needed. The following may serve as a checklist for 
the principal, or preferably the services coordinator, faced with requests 
from community groups and as attempts are made to involve the com- 
munity more through extending the use of the available facilities: 


1. What written policies are available regarding the use of the school 

buildings? 

Who gives final approval? What routing is specified? 

. What steps are necessary to initiate requests? What forms? 

. How are changes determined? 

. What arrangements must be made for custodial services? 

What community services should be notified, e.g., police, security patrol, 

and so on? What are the appropriate procedures for this? 

7. How much time should be allowed for each step and for the total 
request-approval process? 

8. What measures should be taken with the faculty regarding the use of 
the building by community groups? 

9. If the buildings can be scheduled by someone other than the principal, 
services coordinator or administrative assistant, what safeguards exist 
to avoid scheduling conflicts? 


D Ge wo bo 
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Given the increasing interest in continuing education, developing new 
skills in wiser use of time and resources and increased utilization of the 
school building by the community makes good economic and public rela- 
tions sense. The principal’s sensitivity to the interests and needs of the 
people surrounding the building can lead to cooperative efforts of the 
continuing education, recreation, and social agencies in utilizing the build- 
ing more fully. While an awareness of private enterprises is essential, the 
creative use of the buildings in a school system might bring opportunities 
to people who could not otherwise have them. 


Relationships and Responsibilities Regarding Custodial Staff 


An important part of the organization problem is the relationship of the 
school principal to the custodians in the building, the director of the school 
plant, and/or the supervisor of custodians. Invariably, one of the contribut- 
ing factors in any troubled area is a lack of a clearcut understanding of the 
administrative relationships of these three positions. 

There need be no mystery or no man’s land in this area of school 
operation. The relationships can be easily understood and spelled out, but 
mutual understanding, respect, and cooperation will still be necessary. 

The principal may find him- or herself in a traditional situation in which 
he/she is responsible for all activities and functions carried on in the 
building to which he/she is assigned. Strictly interpreted, this would give 
the principal immediate direction and supervision over all custodial em- 
ployees in the building. The question then arises: Why should someone 
such as the principal, who knows little or nothing about custodial work, 
direct it? On the other hand, if the community and the central administra- 
tion hold the principal primarily or exclusively responsible for educational 
leadership, an assistant such as a services coordinator will be primarily 
responsible for seeing that the maintenance functions for the building are 
done satisfactorily. 

Regardless of the arrangement, administrative personnel working in a 
school building constitute a unified administrative team established to 
facilitate the instructional process carried out in this school. Although they 
are performing many different jobs, they are all working toward one end, 
the education of the child. 

A supervisor for custodial services, operating within this framework, 
may be given responsibility for and authority over the operational functions 
throughout the district—except direct administration of the custodian in a 
building. Thus, by developing schedules, the supervisor can determine what 
work should be done and can establish standards of how it could be done; 
and equipment, can furnish the wherewithal to do 


by providing supplies A 
ing through appropriate channels, can 


the work; by inspecting and report 
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even see that it is done the right way. In the traditional situation the 
principal could still be considered the immediate administrator; otherwise 
services coordinator or a centrally assigned supervisor would perform this 
function for the specific building. Further clarification of relationships may 
be made by spelling out some of the duties of the supervisor of the school 
plant operation.* 

The principal’s service coordinator’s, or central office person’s responsi- 
bility for the custodial services in the building includes that he/she: 


1. Administratively and managerially is responsible for the custodial per- 
sonnel in the building. 

2. Determines in cooperation with the supervisor the personnel needed on 

long-term and emergency bases. 

Confers with the custodian on work load and work schedule. 

Checks and inspects the building, compares schedules with accomplish- 

ments, makes suggestions for improvements. 

5. Directs that emergency deviation from schedules be made and out-of- 
routine chores be accomplished. 

6. Interviews and approves custodians to be assigned to the building. 

7. Recommends disciplinary action and correction. 

8. Evaluates the custodian’s work in line with the latter’s contributions to 
the total objectives of the school. (This function would, in most instances, 
be the responsibility of the principal.) 


mo 


The principal may wish to explore with central administration the possi- 
bilities of contracting for certain custodial services. Not only are there the 
advantages of not providing fringe benefits, hiring-firing problems, and 
training programs for special needs, but it often is easier to enforce per- 
formance standards. : 

With acceptance of the responsibility of administrator, the principal or 
coordinator becomes responsible for the custodian’s welfare and also for 
general performance on the job. The custodian cannot be left to him- or 
herself, and the work cannot be considered beneath the dignity of the 
principal’s concern. Above all the custodian must be accepted as part of 
the team assembled to render an important service to education. 


Energy Conservation Considered 


All slogans aside, schools simply can no longer afford to ignore energy 
conservation. Given tax limitations, it is probably unlikely that additional 


1¥For additional detail regarding job expectations, supervisory responsibilities, or 
formulae for determining personnel needs, see Basil Castaldi, Educational Facilities: 
Planning, Remodeling and Management (Boston: Allyn and Bacon, 1977); or James 
Gland and Carl Wildey, Custodial Management Practices in the Public Schools (Chicago: 
The Association of School Business Officials, 1975). 
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revenues will be generated for supporting energy-wasting practices and 
facilities; therefore, the dollars will come out of some other budget line. 
S. Hansen of the American Association of School Administrators estimated 
that nearly one-half billion educational dollars can be saved by con- 
servation efforts. One report indicates that adding roof and window insula- 
tion, a night thermostat setback, and replacing incandescent lighting with 
flourescent lighting resulted in a fuel saving of 33 per cent and about 30 
per cent in electricity use.* Some initial energy audits have shown schools 
how to reduce energy costs by as much as 50 per cent. Without doubt, 
many buildings have been “overbuilt” in the areas of heating systems, 
ventilation, lighting, and the like. It is possible that with creative schedul- 
ing, it might not be necessary to have all the building at the same tempera- 
ture at the same time, or ventilated the same. It may be that annual school 
calendars may need to be built with “super cold” days or “super hot” days 
in mind as well as “snow” days. Eberhard (A.I.A.) suggests that “we seem 
a bit like the fat person who is looking for a pill to lose weight, without 
ever thinking that one could get along fine by just eating a bit less.” + 
The principal is not only involved in saving dollars, but has an opportu- 
nity to exercise some real leadership with students and the community 


resulting in benefits for all. 


Barrier-free Design 


If schools are to provide opportunities for all to achieve in the least 
restrictive environment possible for the individual, administrators must 
develop a sensitivity to the facility's barriers to the physically disabled. 
Nugent notes at least five groups that must be considered: “manual wheel- 
chair users, powered wheelchair users, ambulatory handicapped, the blind, 
and the deaf.” 5 

Too often the physical aspects of initial access and movement are all 
that are considered. That is, are there ramps available, or are the doors 
wide enough? While these things are essential, the principal should be 
assisting the total school in viewing barrier-freeness more broadly. For 
instance, once inside the classroom or general instructional space, is the 
student limited in access to certain types of instruction? Are the materials 
in a personalized learning center accessible? Can the student go to and 


use the library? 


2 The School Administrator, Arlington, Va.: AASA, Vol. 35, No. 8, Sept., 1978, p. 15. 
See also The Economy of Energy Conservation in Educational Facilities (New York: 
Educational Facilities Laboratories, 1978), for specific recommendations regarding 
economies in practice and in instruction. 

3 Education U.S.A., Vol. 21, No. 21 (January, 1979), p. 164. 

4 Education U.S.A., Vol. 21, No. 9 (October 30, 1978), p. 72. 

5 Tim Nugent, Education, U.S.A., Vol. 20, No. 33 (April, 1978), p. 253. 
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Would it be possible that the school might be minimally adequate for 
the handicapped student, but would practically preclude a handicapped 
adult from working in the building, or effectively deter a handicapped 
parent from visiting the school? If the school is used by adults for continu- 
ing education, cultural, and/or recreation activities, are only able-bodied 
persons privileged to participate? 

The student or teacher with the seemingly inevitable broken leg, sprained 
ankle, or other accident-related temporary disability will benefit from the 
barrier-free building and site. But there are other emergency situations 
to be considered. If rapid evacuation of the building is necessary or quick 
movement to shelter areas, not only is barrier-freeness essential, but a 
carefully designed, well-rehearsed plan for the movement of disabled 
students and staff is critical. 

There are many frustrations and even dangers inherent in the disabled 
trying to use many of the facilities the nondisabled use almost effortlessly. 

Meanwhile, reader, settle into a wheelchair for a short trip. Now try to 
get a drink at the usual water fountain found in schools. 

Little things mean much. Examples not occurring to the nondisabled 
might include the height of fire alarms, height of telephones, the problem 
of a grill-like covering in a floor or walkway, or the width of doors. The 
reader is referred to the available sources footnoted below for further 
detail. 7 


Remodeling or Modernizing 


Most buildings will be approaching remodeling or modernization between 
thirty and fifty years old for several reasons, not the least of which is the 
cost of maintenance, which has begun to catch the attention of whoever 
is watching the expenditures ledger. Several formulae are available to 
determine the wisdom of remodeling or modernizing. Castaldi discusses 
these and then suggests seven questions, the answers to which must be 
“yes” or serious questions could be raised about the expenditure of funds 
for modernization.® 


1. Is the school building under consideration needed in its present location 
for at least 75 per cent of its remaining useful life after modernization? 


® The following were noted in the April, 1978 issue of Education, U.S.A., noted 
before: Resource Guide to Literature on Barrier-Free Environments (ATBCB, HEW, 330 
Independence Ave. SW, Washington, D.C. 20201, 223pp., no charge); Accessibility 
Modifications (North Carolina Dept. of Insurance, Engineering Division, PO Box 26387, 
Raleigh, N.C. 27611, 63pp., $2 prepaid); and Places and Spaces (Council for Excep- 
tional Children, 1920 Association Dr., Reston, Va. 22091, 56pp.; $3.50 prepaid). 

7 Department of Housing and Urban Development, Access to the Environment, Vol- 
umes 1-3 (Washington, D.C.: H.U.D., 1976). 

8 Castaldi, op. cit., pp. 336-339. 
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2. Is it impractical to distribute the pupil load of the school considered for 
modernization among nearly adequate schools? 

3. Does the structure lend itself to improvement, alteration, remodeling, 

and expansion? 

. Does the modernized building fit into a well-conceived long-range plan? 

. Can the site of the school considered for modernization be expanded 

to meet minimum standards for the ultimate enrollment envisioned on 
the site? 

6. In accordance with either the Castaldi Generalized Formula or the Boles 
Formula, is the annual cost of capital outlay for modernization less than 
it would be for a replacement building? 

7. Has a blue-ribbon committee concluded that educational obsolescence 
of a given building can be substantially eliminated through the process 
of modernization? 


oe 


It is obvious that the principal plays a key role in either bringing to the 
attention of the central administration’ or planning with them the solutions 
to providing facilities that really facilitate educational programs. It is also 
obvious that need must be stated in terms of programmatic documenta- 
tion rather than in a series of inconvenience complaints. 


Planning a New Facility 


Planning a new facility affords almost unlimited opportunities for the 
principal to show leadership ability. The planning process should not be 
considered a chore or an added burden. Few situations provide greater 
chances for in-depth involvement with faculty and parents focusing on 
issues so central to what education is all about. The planning of a facility, 
or a major renovation of a facility, demands the clarification of the goals 
and objectives of a school and the identification of the means whereby 
those objectives are to be reached. 

All parts of the education community should be interacting with each 
other on a common problem. The board of education, the community at 
large, the central administration, the building administrator, teachers, 
parents, pupils, and university specialists should be involved. Indeed, it is 
the duty of the principal to see that he/she and the staff are involved. 
Although complete development of the planning process is not within the 
scope of this chapter, the principal should be conversant with it and ever 
ready to influence it. Therefore, a brief description of the process follows. 


The Planning Process 

Planning a building does not begin with the idea that a new building is 
needed. The professional staff of the school system must consider con- 
tinuous planning an integral responsibility of the school itself. Planning 
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must be planned for. There are, then, two phases to planning a facility: 
(1) systemwide, long-range, continuous planning and evaluation, and (2) 
the specific planning for a specific facility. 


Long-range Planning 


The principal and staff need to be part of long-range planning as much 
as part of planning for a specific facility with which they are to be working. 
The principal would be involved in: 


1. Continuous appraisal of existing facilities in regard to educational 
adequacy. 

2. Continuous appraisal of population shifts in the attendance area and 
the enrollment implications of those shifts. 

3. Awareness of new housing planned within the attendance area bound- 
aries. 

4. Awareness of changes in land usage within the attendance area bound- 
aries. 

5. Maintenance of meaningful communications with the attendance area 
citizens. 


Much has been written about the long-range planning for school facilities. 
The selected readings at the end of this book will be of help to the 
principal who wishes to pursue the matter in depth. 


Planning a Specific Facility 


The principal is involved in at least five planning steps, namely, educational 
planning; schematic design; equipping; orienting staff, students, and com- 
munty; and continuous evaluation. 


Educational Planning. The expression of the planned educational pro- 
gram for a specific facility should be written in the form of educational 
specifications. 


Educational specifications or program requirements are the means by which 
the educator describes the educational activities and spaces which need to 
be incorporated in a proposed new or renovated facility. They are written 
statements that serve as a vehicle of communication between the educator. 


Contrary to popular belief, the architect does not and should not develop 
the educational specifications. This is the responsibility of the professional 
staff of the school. The educator, with knowledge of environmental factors 
important to teachers and learning, and knowledge of those human inputs 
important to the total process, is the person who must develop the educa- 
tional specifications. The principal must insist upon being involved and 
that teachers are also involved. In discussing the planning of a building, 
Drake and Sheathelm suggested that “the insistence of the profession upon 
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meaningful, in-depth involvement . . . is a step toward the maturity of 
the profession” ® Not to be involved is to be remiss. 

Yet, the principal must be alert to certain pitfalls of being involved and 
in involving the faculty. Where teachers are asked to assist in the prepara- 
tion of educational specifications, they are too often left to work completely 
on their own on the requirements for grades or subjects of their own 
particular interest. They dream great dreams, develop exciting ideas, and 
then when they submit their report it is tossed out as unrealistic. This is 
both disheartening and unfair. Prior to their involvement the principal 
must see that the faculty are properly oriented to their tasks. This may be 
as simple as checking to see that the person responsible for the overall 
planning has made provision for this. If this is left to the principal, it 
might be helpful to prepare the faculty somewhat as follows. 


l. Provide information regarding the overall charge to the building planners. 

2. Provide information regarding the procedures for review and approval 
to minimize misunderstandings. 

3. State the realistic limitations in terms of time, space, and financial con- 


siderations. 
4. Provide helpful readings to stimulate ideas and to make their thinking 


more precise.’ 


Contents of Educational Specifications. The Council for Educational 
Facility Planners stated what must not be excluded from the educational 


specifications: 


they must, first of all, describe the learning activities that will occur. In 
addition, they must describe, thoroughly and concisely, the number, group- 
ing, and nature of the people involved; the spatial relations of the facilities 
and site; the interrelationships of instructional programs with each other 
and with non-instructional activities; the major items of furniture and 
equipment to be used; and any special environmental provisions that would 
improve conditions for the learning situation as well as staff efficiency. 


The goals and objectives of the school are not static, and will not remain 
the same tomorrow as they are today. There is an increasing rate of change 
to the point where our society has been described as being turbulent. 
Therefore, the planning group is being asked to plan a structure that will 
be with the community for the next forty, fifty, or even seventy or more 
years. What will be the goals, objectives, and means of reaching those 


°? T. L. Drake and H. H. Sheathelm, “Plan Now for 2000 A.D.,” The Teachers Voice, 
47, No. 10 (February 2, 1970), p. 2. 

For some suggestions regarding readings see the selected readings at the end of 
the book. In addition, there are several other organizations that publish stimulating 
materials, such as the American Association of School Administrators, The Educational 
Facilities Laboratory (New York), and several leading architectural firms. 

H Council of Educational Facility Planners, Guide for Planning Educational Facilities 
(Columbus, Ohio: The Council, 1969), p. 47. 
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objectives in a.p. 2050? Will the core of the school be a media production 
center with several studios for recording and for live programs? Will there 
need to be several computer terminal rooms and carrels? Should not all in- 
terior space be easily changed? Will there be such a thing as “classes” in 
terms of a fixed number of students with a teacher assigned to a single space 
for a year? The principal must not be trapped into planning a facility to 
serve today’s children using today’s methods only. He/she must help to 
plan for turbulence, for the unknown and the unforeseeable. With such a 
perspective clearly set, the program anticipated for the next few years 
can be described. 


Space Relationships. Too often there is a tendency for the educator to 
attempt the architect’s job of making specific drawings. Rather than draw- 
ing details, or even specific shapes, it is best to express space relationships 
between clusters of activity and within clusters of activity by using circle- 
like designations with some sort of means to identify the hierarchy of 
necessity for the relationships.’* 

Occasionally, the relationships between certain indoor-based activities 
and the outdoors, or the site, are overlooked. The ones usually thought of 
first are the physical education-sports activities. However, there are many 
other activities that should be considered when planning the site and 
relationships between the indoor and outdoor areas. Elementary school 
through high school science should be incorporating the outdoors. The 
outdoors holds a wealth of material for the mathematics class and the 
social studies class. In short, the site itself should be considered as learning 
space and planned accordingly. It should not be considered merely a 
place to play ball and line up pupils during fire drills or bomb scares. 


Orientation to the New Facility. The following points may serve as 
guidelines and idea stimulators for the principal helping to plan the 
orientation: 


1. Faculty members should know all the physical features of the building. 

2. Faculty members should be able to explain programmatically why their 
particular area was designed as it was. 

3. The faculty should be aware of the true economies in the building, such 
as energy conservation, time/space usage, low-maintenance materials, 
low-cost conversion to multiple uses, and so on. While some initial costs 
may have been greater as a result of some of these items, the long-range 
expenditures will be less. 

4. Students should be made an integral part of the orientation process. 
The fact that students will be the taxpayers of tomorrow is no small 


12 For examples of ways to express these space relationships, see Basil Castaldi, op. 
cit., pp. 303-312. 
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consideration. In addition, the orientation process provides students 
with the opportunities to develop leadership among their peers, work 
with adults from the community and staff, and strengthen student 
organization ties with the total educational system. 

5. The community components (e.g., scouts, study groups, clubs, com- 
munity recreation, library users) who will be using the building should 
be made aware of the facilities available, how to schedule them, ex- 
pectations of the school administration, and the rationale for each of the 
aforementioned. 

6. The community in general should be made aware of the use of the 
building, its costs, and how it will help achieve the community’s pur- 
poses. Faculty, staff, students and, where possible, parents should be 
involved in the community orientation process. 


Evaluating the New Facility. The evaluation of a new facility is a 
necessary part of the total planning process. Such evaluative feedback to 
both the central administrative offices and to the architect via those offices 
should be accepted as routine responsibility. The principal’s role will 
mainly focus upon the program adequacy of the new facility. The Council 
for Educational Facility Planners cites the following requirements under- 
lying the evaluation process: +° 


1. The evaluation plan must lead to continued self-evaluation on the part 
of planners and other educational leaders. 

2. Evaluation must encompass and promote the valued objectives of edu- 
cation and culture. It must consistently and honestly assess the rela- 
tionship between community needs and educational facilities to meet 


these needs. 
3. Evaluation plans must be developed in a manner which will produce 


information appropriate for a continued drive toward educational ex- 


cellence. 
4, Evaluation must provide continuing feedback into the larger questions 


of policy and the relationship of policy to the techniques of planning. 
5. Evaluation must facilitate effective planning. 

Various evaluation forms may be found in the literature; however, it 
will be desirable for the principal and staff to tailor the evaluation to their 
own programs. This process would center mostly upon clearly stating the 
program objectives and their implications for the learning environment and 
upon the scoring procedures, or weights, applied to specific features of the 
environment. For example, if a high-priority program objective is to increase 
the interpersonal communication skills of the students, the scoring weight 
assigned to provision for individual study carrels might be quite different 
from that which a faculty might assign to the same facilities serving a 
program with developing individual research skills as an objective. 


13 Council of Educational Facilities Planners, op. cit., p. 193. 
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Evaluation of a facility is sensitive. The principal must work with the 
staff and the central administration in such a way that misinformation or 
misinterpretations are minimized. 


For Further Thought 


1. “Form follows function” is an oft-quoted sentence used in connection 
with solutions to architectural problems. Does this phrase apply to 
designing a school that proposes to educate in and for an everchanging 
society, while the “functions” for tomorrow are unknown? Discuss. 

2. Examine some schools built in the 1930s, 1950s, and 1970s. What 
features in these buildings reflect changes in educational practice? 

3. Discuss how “opening up” an environment might cause greater restric- 
tiveness. 

4, What steps might be taken to avoid the practice of using certain spaces 
in certain ways from jelling into an unbendable tradition? 

5. Tour a school building built in the fifty’s in a wheelchair. 


Part V 


Conclusion 


Chapter 20 Summary, Recommendations, 
and Conclusions 


The world of the principal today is drastically different from the world of 
the principal when we went to elementary or secondary school. The 
principal of this decade deals with unfamiliar problems of tension and 
conflict. The social revolution that has overtaken all our communities to 
varying degrees has affected curriculum, school organization, discipline, 
student behavior, community relations, and the very nature of the teaching- 
learning process itself. Thus, the old ground rules that fashioned our 
American schools into such similar and unquestioned molds are now 
largely obsolete—an obsolescence that has left the principal in too many 
cases without an acceptable mode of administrative behavior. 

In this final chapter we have attempted to review some of the important 
points, issues, and patterns we have proposed in this book that give 
direction to the administrative behavior of the principal now and into the 
twenty-first century. In addition, the conclusion highlights what we believe 
to be the greatest challenges facing our schools today. 


The Myth of the Infallibility of Public Schools 


One of the major problems facing the principal is that over the years a 
myth had developed about the infallibility of the public schools. The role 
of the school in regard to the building of America is no myth. However, our 
world of today is much different from that of early America. As our popula- 
tion grew and society became more complicated, fraught with tangled 
problems of urban migration, breakdown of the family, crime, race relations, 
poverty, drugs, and unemployment—people turned confidently to educa- 
tion to “fix it.” Educators naively responded with pleas for more resources 
and more time with the children as a means to solve society’s problems. 
But, just more of the same was too simple an answer. We deluded ourselves 
by assuming that there was a basic value system that would be an 
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adequate base for our teaching. We assumed that all cultures, colors, and 
creeds just sitting together in classrooms would impart to all an under- 
standing and respect for each other and give each the ability and the 
desire to become contributing, productive citizens. 

The myth was that schools could do anything and anything they did 
was right. This is just not true! It may be more accurate to say that more 
responsibility has been thrust upon our schools than they should have 
accepted; more results have been expected than they could possibly have 
produced; and in too many cases, schools have assumed more than they 
should. An approach to dispelling this myth is to admit that the schools 
have been essentially maintainers and reinforcers of existing systems, and 
they really were not geared up to build a new social order on their own. 

There is no necessity for educators, and particularly the school principal, 
to believe that they alone should lead the way to the good life for all of 
society. This viewed objectively is a most arrogant point of view. On the 
other hand, in the face of the great problems facing our society there is a 
necessity for the educator to say to the people about the schools, “We are 
one of the great and important social institutions of our nation. Let’s work 
in partnership to identify important “goals of our society and then let’s work 
hand in hand in solving them.” 

Working in partnership does not mean being responsive only to the 
dominants in the power structure. There is no question but dominants and 
subdominants are people of power. The school must learn to do business 
with both. One thing is certain, it is the principal who comes in closest 
contact with the subdominants because their impact is usually more 
localized around smaller community segments. In most cases he/she may 
receive the brunt of direct action from this group. At the same time the 
principal is in a key position to show that the school wishes to and can be 
responsive if the decision-making apparatus is such that key decisions may 
be made in the local area. 


Student Rights in the School Social System 


The schools have been described as reflections of our democratic society 
where individual worth and rights are paramount and where children 
learn to be sensitive, productive citizens. Yet, when one reviews the liti- 
gation regarding the governing of children in school the conclusion is that 
rather than serving as models of a democratic institution with great rever- 
ence for individuals’ rights, schools are too often restrictive and repressive. 

Stranger yet, schools generally lag behind the courts and general legis- 
lation in their administration of justice and upholding the rights of the 
individual. It can be easily documented that schools in many cases have 
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been inclined to suppress individual’s rights and to be quite arbitrary in 
the suppression of unpopular and minority viewpoints. While few will 
openly embrace the old-fashioned philosophy of spare the rod and spoil 
the child, a great deal of suppression of a student’s rights takes place under 
the guise of proper order and operation of the school. Too many school 
authorities assume that the discipline of the school will break down unless 
children recognize that the teacher is master whose rule is absolute. Uni- 
formity rather than individuality is the major, order of the day in too 
many schools. 

As one reviews the textbooks in curriculum, supervision, and administra- 
tion of elementary and secondary schools one observes a serious concern for 
teaching of citizenship and providing prototype adult experiences that show 
how our democracy works. This well-meaning approach to the education 
of children is an example of some of the artificiality that pervades our 
educational system. We do need to use make-believe situations, examples, 
and case studies to liven up and put more meaning in teaching, but it 
should be clearly understood the student community is not a make-believe 
situation. It is a real live situation with all the ingredients to make it a 
bona fide democratic community. Students are not make-believe citizens; 
they are actual citizens who are not only part of the school community but the 
community at large. The child is often called the “invisible citizen” because 
between the parent and the school, both of whom supposedly are acting 
in the best interests of the child, his/her rights as a citizen are seldom 
considered. 

This brings us to a very sensitively balanced mode of operation for the 
school and raises issues in regard to administration-student, teacher-student, 
adult-student relationships. Immediately, one can hear the usual questions 
raised, “Who’s in control here, anyway—me or the students?” “Are you 
going to let the students run the school?” “What are principals and teachers 
for if they can’t tell students how to behave, what to do, and what not 
to do?” 

To allow children to participate fully in their own school government 
threatens a very basic value system going back to the Middle Ages—a “divine 
right” that adults had over the young, the schoolmaster had over students. 
“Children should be seen and not heard.” “Children shall obey the will 
of the master.” “Teacher knows best.” “The parent knows best.” That 
school administrators and teachers must have absolute control over students 
or they will lose control altogether is a perpetuation of a longstanding myth. 

Educators too often restrict their consideration of the school to the 
formal organization that they themselves set up. In any given student body 
the incidents of daily interaction between students can number in the tens 
of thousands; yet, teachers and administrators are inclined to count these 
interactions as inconsequential unless they themselves are involved in the 
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interaction. Actually, the social climate of the classroom, the school, and 
the general community has an important influence on student behavior and 
student achievement. 

The authors are not suggesting that students govern themselves totally. 
Rather, there should be well-established policies in every school system 
that provide guidelines for students to participate in their school social 
system; that there be a student Bill of Rights that clearly establishes basic 
rights of all students; that there be established system-wide a clear and 
simple, nonthreatening process for review and appeal of decisions handed 
down by a teacher or a principal; and that each individual school in the 
school system have some form of selfgovernment that operates within the 
limits of the district’s policies and student bill of rights. This government 
should provide for realistic student input on decisions relating to the entire 
school. Some form of government in each individual school should operate 
according to a constitution developed by and for the members of that 
particular school’s social system, composed of students, faculty, administra- 
tion, and nonteaching personnel. If schools are to remain responsive and close 
to the people, if citizens and students are to remain advocates instead of 
adversaries of the schools, then adversary situations must be eliminated. The 
rule by man, whether teacher or administrator, must be replaced by a 
government by law and those who are in the school social system must 
have a meaningful input into the development of that law. 


We Need Flexible Individualized Programs 


Observing the universal patterns throughout the country, it might be con- 
cluded that there are indisputable laws of learning and unimpeachable, 
noncontroversial teaching principles that force our schools to be so 
characteristically similar. Such is not the case; in fact, in many instances 
what is known about learning is inconsistent with patterns that have become 
so popular. The conclusion emerges that custom, tradition, and managerial 
simplicity have had more impact on schools than anything else. In a sense 
a structure has emerged throughout the nation, reinforced by accrediting 
bodies and federal, state, and local educational systems. Throughout the 
United States boys and girls are installed into school systems that are 
highly structured and similarly organized. They are programmed into some 
variation of a college preparatory, general studies, or vocational curriculum. 
If they cannot adapt to that system and rebel through overt or covert 
behavior, a special program may be provided for them. While a limited 
number of school systems do provide these options, it is clear that before 
a child becomes eligible for most of these special programs or before some 
type of alternative school is provided, it requires a declaration of failure, 
an unusual problem, or a special handicap. The present pattern of showing 
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national concern and establishing makeshift programs after people become 
failures is unfortunate. 

The truth may hurt but—we do not teach as well as we know how or 
establish school environments that provide the best kinds of learning 
situations. We still teach the textbook and subject matter to classes and 
groups instead of teaching children. We still operate schools as if all teachers 
are the same and all children learn the same things at the same rate in the 
same way. We still teach as if the school is the only place children can 
learn, and that they can learn only from adults. 

In other words, the thinking educator knows that there are many areas 
of needed improvement in our schools. Now the time is such that we no 
longer can make excuses, for we have a social environment conducive to 
change and our future demands it. 

The recent establishment of alternative schools represents a protest 
against the rigid organizational and curricular inflexibility of the traditional 
public school. In turn this encouraged established schools to experiment 
with a myriad of plans to overcome inflexibility. These plans have various 
labels such as middle school, alternative school, open education, integrated 
day, or dual progress. Tools to effect such plans include modular schedul- 
ing, interage grouping, minicourse curriculum, team teaching, use of para- 
professionals, and so on. The means for providing for individual interests 
and needs are not lacking. Alternatives are available to break away from 
the patterns reinforced by custom, tradition, and managerial simplicity. 
Focusing upon the individual human beings own needs and potential 
contributions forces us to seek organizations that are flexible instead of 
rigid, that can change and thereby strengthen themselves rather than break 
under the stress of pressure from the outside to meet important needs. 

Despite some of the recent clamor by certain ultraliberals we do not need 
alternatives to schools as much as we need alternative forms of schooling 
within the present educational community. 

It is time for school systems to incorporate diversity, flexibility, and a 
variety of options and learning places in the school and in the community 
so that each pupil can find learning strategies that suit him/her best and 
can move forward with success in terms of his/her own talents and interests. 


A Change in the Static Role of the Teacher 


Educational planners appear to be completely locked into one direction, 
for when considering the question, “What type of education is best for 
the learner?” the traditional teaching pattern based on the 1:25 ratio 
dominates their thinking. They really are asking, “What type of education 
is best for the learner based upon the system of a teacher with a set 
number of children in the classroom?” The only way one can break away 
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from this static, structured pattern is by concentrating on the learner, 
learning needs, and optimum learning styles. To do this one should forget 
teacher-pupil ratio and the teachers role in front of a classroom and 
consider the teacher strictly as a professional who, working with other 
teachers, resource people, and auxiliary personnel, plans and utilizes time, 
space, and materials so that each student can learn at his/her optimum. 

Conceptualizing the educational process in this manner one may very 
well end up with the traditional teacher in the traditional classroom; how- 
ever, this learning situation probably will be one of many alternative 
learning situations for the student. Contrary to many opinions, such an 
approach does not “downgrade” the teacher. Rather, it places him/her in a 
more respected professional role. It recognizes that learning is a function 
of the learner and that the teachers are the professionals who engineer and 
set the tone of the entire learning process by: 


1. Setting the goals of the institution. 

2. Diagnosing the learning needs and style of each student. 

3. Prescribing programs and various types of teaching-learning situations. 
4, Arranging for and implementing the prescription. 

5. Evaluating results. 


Following this approach the collective teachers’ judgments are utilized 
in regard to the way people learn and then personnel and material resources 
are appropriately deployed to meet the unique needs of the learner. 

Most school systems of any size have all or most of the resources to 
carry out these five basic tasks; however, few have organized them into 
functioning operational units that continuously follow the student through 
the total pattern. At the same time teachers themselves agree that the 
diagnosis-prescription approach is the most intelligent way toward creating 
a productive and satisfying learning situation for the student, but opera- 
tionally they appear to be afraid to move too far from the safety of their 
special kingdom, the classroom. 

It appears that a new concept of the school instructional staff will need 
to be accepted before much of significance can be done to create improve- 
ment in the learning process. It will need to be a concept that focuses on 
instructional teams of two, three, or five professionals and paraprofessionals 
working together to create the best learning environment possible. 

Research has repeatedly indicated that it isn’t the system, the organization, 
the facilities, or the finances that are the key to improvement of the 
learning of a child. Rather, the key is the relationship between teacher and 
learner. It follows then that a school will be successful as far as the student 
is concerned if learning style and learning needs can be diagnosed and a 
teaching-learning environment established according to needs and style. 
It will be successful if the school principal can locate the best professionals 
and paraprofessionals possible and then create a type of dynamic organi- 
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zation and environment where their talents and developing skills can be 
used to best advantage. 


Teamwork for Discipline 


The need for greater teamwork brings to the front a major concern. Parents, 
teachers, and administrators all agree that the perceived lack of discipline, 
orderliness, and respect is one of the major problems of our school today. 
There are many underlying reasons for the existence of this problem but 
one big reason is that teachers, having gained more power and indepen- 
dence through their unions and collective bargaining, have increasingly 
declined to assist in the maintenance of order outside their own classroom. 
Claiming they are educators and not policemen, strangely enough teachers 
are withdrawing themselves from an arena that is a prime ingredient for 
educating—order. The best examples of “exemplary, well-managed” schools 
are those with a good “climate” where, instead of remaining glued to their 
classroom, or to the chairs behind their desks, teachers see themselves as 
part of a total team responsible for keeping the school orderly, friendly, 
and open. The evidence is mounting that a good school climate can prevail 
only when teachers team with administrators in establishing procedures so 
that discipline pervades the entire school environment.t When teachers do 
not share responsibility for maintaining a positive climate it does not take 
students long to recognize this and they react accordingly. Administrators 
cannot hope to be completely responsible for order outside the classroom. 
From sheer numbers alone this is impossible. Nor does it seem particularly 
appropriate to rely solely upon “hired guns.” Yet, if students have free 
reign outside the classroom negative behavior will impact on the classroom 
itself. The problem becomes circular: General school tone affects the 
general classroom tone. Irresponsible behavior builds on itself and soon the 
condition prevails that creates, according to the Gallup Poll, the number 
one problem of the school. 

Teachers need not be policemen but professionally they are the most 
important part of the teaching-learning team. Learning in some form, 
negative or positive, takes place in every school activity—in class or out. 
Responsible behavior is an important part of that learning process. Thus, 
each teacher, no matter what he/she teaches, must be considered a member 
of a professional team that has accepted collective leadership for develop- 
ing and maintaining a conducive learning climate for all school activities. 
More often than not, just the presence of a mature adult in the hall, 
lunchroom, or lavatory, or on the recreation field, not as guards but as 
mentors exchanging pleasantries and showing interest and concern, will 


1 We are speaking of discipline only in the positive sense. See Ch. 16. 
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steer student behavior in a positive direction. Accepting this concept, 
teachers could make their adult presence known as models to students 
wherever they may be in the school. At the same time they could help 
plan activities in class and out of class, both of an experiential and cogni- 
tive nature that encourages responsible individual and group behavior. 


Can the Principal Be Part of the Administrative Team and 
Maintain Collegial Relationship with the Faculty? 


An issue that confronts many school principals today when there is such 
a strong management-labor division between teachers and administration 
is, “Can the principal be part of the total administration team and yet 
maintain the collegial relationship necessary for educational leadership at 
the building level?” This question particularly plagues the principal during 
collective negotiations. It forces him/her at this time to reevaluate his/her 
role because during this period battle lines are so sharply drawn that one 
is almost in the position of either being “forem or agin’em.” 

Some principals believe that affiliating themselves too closely with the 
central administration is incompatible with the collegial type of leadership 
they would like to exert in their school. They are particularly concerned 
about creating an unsurmountable barrier between themselves and the 
teachers. On the other hand the majority of principals are afraid they will lose 
their authority role in administration if they are not considered part of 
the central administration. It is clear that this issue has generated insecurity 
in the principals. In addition, negotiations have underlined this issue 
because some people predict that negotiations will make the administrative 
role of the principal expendable. Not much can be gained by taking the 
approach that it is the principal with the central administration against 
the teachers, or the principal with the teachers against the central adminis- 
tration. The principal can represent both the teachers and the administra- 
tion and maintain respect and collegial relationship with both. Much has 
been made of the point that the principal cannot serve two masters. The 
“therefore” deduction follows that the principal either must be with the 
teachers or with the central administration. This assumption or deduction 
is false. If the principalship is to be considered a position of educational 
leadership, as most principals verbally profess, it should be obvious that 
the principal leader must serve both administrators and teachers. The 
principal represents the teachers in dealing with the administration and 
aggressively verbalizes their point of view. At the same time, to the teachers 
he/she is most knowledgeable about the problems and operations of the 
entire school system as enunciated by the central administration and has 
the duty of interpreting the policies and viewpoint of the central adminis- 
tration to the teachers. A major part of the principal’s job is to see that 
policies, rules, and regulations are followed. On the other hand, it is his/her 
right and responsibility to work with teachers in getting unworkable or 
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repressive regulations changed. This is not incompatible with good admin- 
istrative operation. It is the way of democratic administration. To assume 
that the principal cannot be part of administration and still be responsible 
and responsive and actually a collegial part of the faculty is an obsolete 
principle of management that must be discarded in school administration. 
The longer this viewpoint is held the more teachers will bypass the 
principal and move toward negotiating instructional policies and proce- 
dures at the bargaining table. If this is done we will soon reach the point 
where the educational profession will conflict with the public and in such 
a conflict the profession can lose much more than it will gain. 


School Organization Sensitive to Changing Society 


While the organizational structure of our school districts in the United 
States today may have some inherent and sacred values because of long 
and established use, they certainly cannot be retained on the basis that 
they are a modern adaptation to present-day society. 

There is no national or state requirement that school organization be 
the same; but they are all very much the same—all being essentially 
pyramidal-type structures with the local elementary, middle, and secondary 
school unit having little influence in the maze of administrative and 
organizational lines established by central administration. 

This organization is becoming too impersonal and unresponsive and too 
often leaves the local parents with the feeling that they can have little or 
no impact on the school that their child attends. Rather than being advocates 
of the schools, the parents become adversaries who criticize and take a 
negative approach to the school practices they know so little about. 

The principal of the local elementary, middle, or secondary school is 
found with little influence in this burgeoning bureaucracy. As titular head 
of the school building unit he/she is the person who, with the teachers, is 
the closest communications link with parents and citizens in the school 
attendance area. At the same time the office is the closest communicating 
link to the superintendent's office or the central administration. Despite this, 
in too many cases organizational structure and operational procedures make 
him/her a school building manager who is responsible for maintaining the 
day-by-day routine but little else, bypassed by local pressure groups when 
they attempt to influence school activities or policy, and not included by 
teachers when they decide on issues for negotiations. The principal is not 
significantly involved by the central administration in the development of 
major policy decisions and operational procedures that significantly affect the 
operation of the school. Because, there are so few opportunities for the 
principal and the teachers and students in the building to make important 
independent decisions that affect their own welfare either instructionally or 
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otherwise, it has become almost impossible for the local school principal to 
be an influential leader or change agent in the school. 

Of course, local schools have attempted to overcome some locked-in 
organizational and operational structures through special devices such as 
parent-teacher associations, local parent and attendance area advisory 
committees, parent task forces, teachers’ committees. As the years have 
worn on, it has become obvious that such groups have less and less influ- 
ence on significant matters. As their recommendations have been lost in the 
inactivity of the central bureaucracy, they have become less enthusiastic 
and effective, in many cases dying a slow and agonizing death. 

Rather than trying to adapt students, teachers, and parents to the 
organization that exists, perhaps more significantly the organizational struc- 
ture of the schools needs to be radically changed in order to adapt to 
society. The schools belong to the people. They require public support if 
they are to continue. To maintain the supportive parent-citizens advocate 
role (as contrasted to the adversary role), organizational structures must 
be developed that keep the parent-citizen in close communication with the 
school and allow the individual school to have greater autonomy and self- 
determination that they may be more responsive to students as well as 
to faculty and citizen concerns and needs. 


The Community and a Responsive School 


The rapid growth and complexity of communities with accompanying 
growth and complexity of school districts in the twentieth century make it 
impossible for schools to remain as close and responsive as they were in the 
eighteenth and nineteenth centuries. The feeling of actually belonging, 
participating, being a copartner with the school is disappearing. The inti- 
mate community spirit is becoming lost in the megalopolis and in the 
organization of the sprawling rural-suburban consolidated district. Many 
people are inclined to resent the growth, centralization, and reorganization 
that have taken place in schools and propose to go back to the “good old 
days” of the small neighborhood district. This is regressive thinking and 
can never really happen. The increase in population alone prohibits this as 
a possibility. 

Democratic competence is not an inheritance th 
in toto from one generation to another. There 
ments that must be made by 
by its very nature is dynamic, 
by month. Thus, the procedure 
must be adapted to 
tence to each succee 


at is simply passed on 
are adaptations and adjust- 
each succeeding generation for a democracy 
changing day by day, week by week, month 
s and processes of democracy to be effective 
an ever-changing future. To teach democratic compe- 
ding generation and to help them to adapt to change 
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are among the major objectives of American education. The public schools 
and the community itself form the real laboratories where lessons appro- 
priate to the present and future can be developed. 

Regardless of the degree of efficiency of the central administration, a 
dynamic democratic organization cannot be maintained without active and 
intelligent participation at levels where results can be observed. A dynamic 
participating democracy requires that each citizen see that his/her ideas, 
wishes, and efforts have impact on public agencies and institutions of that 
unit. At the same time that unit should have strength enough to have 
impact on larger units and so on up to the central government. 

The nucleus of people at this basic participating unit naturally should be 
determined by some type of community relatedness; however, a community 
whose boundaries are determined by the legal units of a megalopolis, or a 
sprawling school district, is just too large to maintain an intimate partici- 
pating spirit. The complicated organizational structure of a typical school 
district and its relationship with regional, state, and federal educational 
agencies tend to create a bureaucracy that is difficult for the layman and 
sometimes even the average educator to understand. 

An organizational change needs to be made in school government so that 
each school within a school district may establish a closer liaison with 
parents and citizen groups in the local attendance areas. School districts 
should be reorganized internally so that each school within the district 
has a maximum of self-determination, and parents and citizens within the 
attendance area have a reasonable impact upon the decision-making process. 
Only through such radical legal change in school district structure can 
true local citizen advocacy and partnership be maintained. 


The Leadership Conundrum 


The major function of the principal, whether elementary, junior, middle, or 
secondary, becomes a riddle of considerable proportion if one allows him- 
or herself to be analytical. When reading the literature, attending state and 
national meetings, and discussing the position with present incumbents, 
one senses that the principal is being torn apart on the one hand by an 
intense interest and desire to concentrate on improving instruction and learn- 
ing, and on the other hand by responsibility to “keep school” through the 
proper administration and management of people and things as expected by 
the central administration. This appears to be an eternal struggle with always 
the instructional leadership role being reluctantly set aside because of the 
immediacy and press of everyday administrative duties. Presently, the 
principal is primarily an administrator and manager. The instructional 
leadership talk is often lip-service to create greater self-respect. To be fair, 
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there are an overwhelming number of factors that prevent the principal 
from spending time on instructional leadership as noted in Chapters 2 and 8. 

The reality of the situation is that the central administration and boards 
of education reward and reinforce the well-managed, efficiently operated 
school. While they will not deny that instructional leadership is important, 
they become concerned and fearful when individual schools deviate from 
normal routine instructional procedures. The dynamic interchange of ideas 
among faculty and with the community in experimental programs too often 
spells controversy and risk-taking to the central administration. When one 
does see real instructional leadership performed in a school it is the result 
of (1) a spirited, creative faculty, (2) a courageous and supportive princi- 
pal, (3) a forward-looking superintendent, or (4) a dynamic community. 

This story is such a common one and it is so uncommon to discover any 
principal who believes he/she is really satisfying the instructional leader- 
ship role, that it becomes obvious that the whole area warrants very serious 
review. What is needed now is an honest national appraisal of the prin- 
cipal’s role and an honest answer by parents, board members, teachers, 
superintendents, and principals themselves to the question, “Do we really 
want the principal to be primarily an instruction leader or do we expect 
him/her to be primarily manager of people and things?” If the latter, who 
then is responsible for improving instruction? 


Management by Exception 


The authors are firm advocates of organizational and operational patterns 
that relieve the principal of much of the direct responsibility for manage- 
ment detail, thereby forcing his/her major responsibility to be instruc- 
tional and educational leadership. We realize no executive can completely 
abdicate responsibility for housekeeping details but operational and staffing 
patterns can be established that relieve him/her of much of the daily 
concern for this detail without necessarily extra cost to the system. Beyond 
this, much can be accomplished by the willingness and ability of the 
principal to properly delegate responsibility. In addition, there needs to 
be a strong conviction on the part of central administration that this dele- 
gation is necessary and appropriate. Thus, central administration will not 
make the principal feel guilty about delegation nor will they require the 
principal to attend every meeting in relation to business management 
activities, to sign every paper, or to personally brief the staff on every new 
housekeeping development. We believe as a principle the principal’s man- 
agement technique in business matters should be “management by excep- 
tion”; that is, routine matters would be handled by subordinates and only 
special and exceptional matters are referred to the principal. 
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Conclusion 


The opening pages of this book reiterated the controversial question raised 
by George S. Counts in 1932: “Dare the Schools Build a New Social Order?” 
Counts asserted that schools not only dare but they must, and urged 
teachers to lead the way to the good life. Experience has shown that 
schools are not able to, nor is society willing to have them lead the way by 
themselves but certainly society needs to be pressed for a decision as to 
what the goals of a good life really are so that the schools may give the 
children a vision of the possibilities that lie ahead. Principals, teachers, and 
educators in general can accept leadership in urging society to identify 
these goals but they need to be as specific and explicit as possible in their 
identifications so there will be no real difficulty in incorporating them into 
a total school curriculum. 

A special effort must be made to avoid fragmentation into discrete 
subject-matter areas. The school curriculum too often has been a jousting 
area where various scholarly groups try to gain dominance over each 
other. We can no longer afford the luxury of a struggle of the disciplines 
over the school curriculum. This fragmentation has been wasteful and has 
hampered efforts to view man, nature, and society as a whole, which is so 
necessary if we are to avoid “future shock.” 

Adlai Stevenson is given credit for these most apropos words about our 
world: 


We travel together, passengers on a little spaceship, dependent on its vul- 
nerable reserves of air and soil, all committed for our safety to its security 
and peace, preserved from annihilation only by the care, the work and I 
will say the love we give our fragile craft. We cannot maintain it half for- 
tunate, half miserable, half confident, half despairing, half slave to the 
ancient enemies of man, half free in liberation of resources undreamed of 
until this day. No craft, no crew can travel safely with such vast contradic- 
tions, On their resolution depends the survival of us all.? 


Looking at our present state of affairs, there is no doubt that our scientific 
and technologic attainments have far outdistanced our ability to control 
them humanely and environmentally. This situation could bring to our 
world an unparalleled catastrophe. 

Futurists glibly talk of supermetro areas, satellite cities, and underwater 
cultures. They assert that the major source of food will come from farming 
the ocean or from ersatz sources of chemical and fiber. They describe in 
awe supersonic transports capable of carrying two thousand people, of 
“hovercrafts” replacing automobiles, and underground gravity transportation 

2 American Association of Colleges of Teacher Education, What Kind of Environ- 
ment Will Our Children Have? Proceedings of AACTE/OAS Conference. ( Washing- 
ton, D.C.: The Association, 1971), pp. 8-9. 
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systems. In medicine, predictions include the extension of life for years 
and years, organ transplants of all types, and arms and legs regenerated by 
chemical and electronic stimulation of the body. They predict fetuses being 
grown outside of the mother’s body according to specifications. In drugs they 
tell of pills available that can control behavior, extend the memory, or 
expand intelligence. The world of tomorrow will be, according to the 
futurist, a fabulous place of leisure, steel, concrete, computers, robots, and 
electronic gadgetry. 

As we are caught up in the sweep of these possibilities, to our minds comes 
the image of a man-made Garden of Eden—sans snake—where we float, 
fly, and ride around in artistic, architecturally imposing malls and man-made 
parks popping pills for sustenance, rejuvenation, and revelation. All the 
while automated industries are grinding out every possible gadget to relieve 
us of the necessity of doing anything physical for ourselves. 

Schools have been blithely reinforcing this image. As Counts proposed, 
teachers are giving our children a vision of Utopia—of the possibilities 
that lie ahead but the vision is (as so many other teachings of our schools) 
of the means and not the end. Unfortunately the end will come too soon 
unless our society and our schools take a drastic turnabout. What is 
happening to man and what is happening to our environment in this ever- 
lasting emphasis on materialism should give us pause. 

People have looked with curiosity, disdain, and some pity at religious 
fanatics who have predicted that the world would come to an end on a 
particular day. As the day came and went with no holocaust, people 
would laugh and forget until someone else made a similar dire prediction. 
Now a few experts are predicting the end of our human race based upon 
misuse of people and our environment—some have struck close to the 
living generation, indicating we may possibly have only fifty years left. Again 
our society looks askance at these predictions, disbelieving that anything 
like this could happen to our present world. Yet, there is mounting evi- 
dence for these predictions. 

One of the most startling of the scientific studies in this area was con- 
ducted by the D. H. Meadows research team at Massachusetts Institute 
of Technology.* The team identified the five major variables of our world 
environment, namely, population, pollution, resources, food per capita, and 
industrial output per capita. They then programmed these into a computer 
model of our ecosystem to show how each variable and any combination 
of variables, would affect the equilibrium of our world system in the years 
ahead through the twenty-first century. The first computer run programmed 
no changes and was based upon the assumption that the variables would 
sustain their rate of growth and development as presently predicted. By 


3D. H. Meadows, K. L. Meadows, J. Randers, and W. W. Behrens, The Limits of 
Growth: A Report for the Club of Rome’s Project on the Predicament of Mankind (New 
York: Universe Books, 1972). 
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2017 the system became completely overloaded and collapsed. Then fol- 
lowed other computer runs with variations of all types such as increasing 
resources and food supply, establishing various pollution controls, varying 
and even limiting population and industrial growth. In all of the piecemeal 
runs the system collapsed and our world was thrown into peril. The 
computer was unable to predict that a stabilized world was theoretically 
possible until there was established the drastic measure of zero population 
growth, zero industrial growth along with rigorous policies of resource 
recycling, massive pollution control, methods to restore eroded and infertile 
soil, and increased lifetime for all forms of capital. Even more scary, the 
computer indicated that we must take decisive action of control by the 
year 2000 or we arrive at a point of no return in our flight toward 
catastrophe.* 

The Meadows et al. study created a great deal of controversy. H. S. D. 
Cole et al., in their book Models of Doom, were sharply critical of the 
particulars of computer simulation used by Meadows and colleagues. Yet, 
in a second and later Club of Rome report by Mesarovic and Pestel essentially 
similar conclusions on impending limits to material growth were reached 
despite the use of different computer modeling techniques.* ° William 
Ophuls, in his book Ecology and Politics of Scarcity, reinforces the general 
validity of the Meadows, Mesarovic, and Pestel assumptions.’ 

In studying the research it is difficult to grasp the full extent of the prob- 
lem because a restriction on the variables and enforcement as to their use to 
allow for world equilibrium must be worldwide in scope. This is not just 
something the American public can shunt off to the public schools, then carry 
on business as usual; it isn’t even something that a totally committed society 
in the United States can handle. It is a worldwide problem. Thus, although 
the evidence for these predictions is compelling, society has no sure means 
at hand to turn the direction of our technology to escape this destiny. 
Yes, man has the technical know-how to correct but not the social know- 
how necessary to alert and mobilize the world to save itself. 

The ideological environment is changing also—in intensity if not in new 
ideas. The impact of the occult could be considered a symptom of an 
emotional need, a reality search, or even of the disappointment with 
material things really to satisfy. The progress of art may be a commentary 
on a search for reality, for universals. Gauguin’s painting entitled What, 
Whence, Whither? may express this, much as Picasso’s abstractions strive 


4 For an excellent analysis of what the future holds for us ecologically and politically 
from one point of view, read William Ophuls, Ecology and Politics of Scarcity (San 
Francisco: W. H. Freeman and Company, 1977). 

5H. S. D. Cole et al., Models of Doom: A Critique of the Limits to Growth (New 
York: Universe, 1973). 

6 Mihajlo Mesarovic and Edward Pestel, Mankind at the Turning Point (New York: 


New American Library, 1976). 
Ibid., p. 17. 
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for some universal, apart from forms as we see them. Advertisements to 
the general public emphasize a self-centeredness, the idea that we each 
owe “it” to ourselves. At the same time, a number of religious groups are 
springing up and rapidly gaining large followings of people who appear 
to want to be told what to do. The mass suicides in Jonesville, Guyana, in 
late 1978 made it startingly clear how leaders can mesmerize willing 
followers. 

Some have gained support on the basis of the premise that there is 
no value to which we need to subscribe except to confine our own 
expressions so as to not harm another person. On the surface this appears 
to be a relatively harmless, self-centered approach—but is actually one 
that could create an aimless, fragmented society. 

What impact are these things having on the curriculum? Are we truly in 
an age of fragmentation? Materials, texts, whole curricula have been 
written on very specific value systems and/or theological bases. Struggles 
have occurred between “the state” and individuals and groups of indi- 
viduals who insist upon separate schooling without double costs. Will the 
schools as we now have them become competitors in the marketplace of 
values and ideas, or possibly even worse, be forced to look as if each were 
made in the federal education foundry from the same mold? 

In a world of rapidly diminishing nonrenewable resources, are morals 
relevant? * Is the teaching of morality something to be left to someone else? 
Indeed, is it proper at all to say what is moral or immoral? Or, is such a 
question as the last one an evasion of the responsibility to search one’s 
own mind to determine for oneself what morality is or should be? If the 
principal and teachers are to help improve the quality of life for each 
person in the school, can they do so without clarifying what values are 
and what they believe? We think not! We believe a principal must go 
beyond the maintenance of an organization, beyond even leadership in 
techniques and organization of instruction to face the question of who 
he/she is and even why he/she is. Then, and possibly only then, can 
he/she aid other persons in answering similar questions about themselves, 
and only then will they be able to grasp reality and begin to shape it, 
adapt to it, and be able to tell which of the two actions is appropriate. 

Perhaps an impending catastrophe will force society and the schools to 
adopt a most compelling goal in order to save itself. Must we continuously 
be forced to conserve our resources? This goal would be the development 
of social know-how, understanding a dedication that would unite the world 
community in its determination to come to grips with problems brought into 
our culture by the excesses of man. 

The authors by no means wish to be prophets of doom and gloom in 
regard to the future of our world. As life-long educators we are optimistic 


8R. Freeman Butts, D. H. Peckinpaugh, and H. Kirschenbaum, The School’s Role 
as Moral Authority (Washington, D.C.: ASCD, 1977). 
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about people being able to educate and adapt themselves to crisis. Clearly, 
however, we must recognize that we are now in a period of cultural, 
ideological, and ecological crisis. The time is now for society to solve 
worldwide problems in regard to uncontrolled physical growth as well as 
uncontrolled use and misuse of our fellowman. 

This is the real challenge to the leadership in our schools. 


For Further Thought 


1. How have the ideas of acquiring wealth, materialism, success as 
measured by money, equating bigness with progress, and so on, influenced 
the development of education? 

Is cooperation natural to humans or is competition based upon the law 

of the survival of the fittest the motivating force? 

3. How does the statewide understanding of a problem affect local solutions 
to a problem? Illustrate. 

4. What do you think are the educational implications of (a) a declining 
birth rate; (b) oversupply of teachers; (c) changing age composition of 
the population; (d) pollution; (e) internal migration of the population? 

5, What are the principal areas of misunderstanding, misinformation, and 
distortion about public education? What are some effective means of 


to 


clarification? 
6. Analyze and discuss the following statement: “Uniformity rather than 


individuality is the major order of the day in too many schools.” 

7. Debate the issue: “Dare the principal take the lead in building a new 
social order?” 

S. What are some important goals of our society? Can the class identify 


and agree on at least two? What is the school’s responsibility in helping 


achieve these goals? 
9. Reviewing the writings of futurists relative to society and our environ- 


ment, it becomes obvious many of our problems are worldwide in scope. 
Is worldwide education in order? Are worldwide regulations necessary? 


What does this mean to the school principal? 
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